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ABSTRACT 
To make education a profitable enterprise and contributor to social development requires that 
schools infuse values into schooling as part of the ethical construction of learners and citizenship 
building. This research used Kampala district as the case study to conduct a qualitative inquiry 
with grounded theory to examine the integration of values into the management of learners’ 
discipline in Ugandan schools. Using a sample of 60 participants, the researcher gathered data 
using personal interviews, focus group interviews, and documentary analysis. Through the 
analysis of this data, the researcher established that the School Governing Body (SGB), 
government, educators, missionaries and the community are stakeholders highly involved in 
directing the process of values integration into learners’ discipline. He also discerned that 
different schools impart moral, spiritual, academic, aesthetic, social and universal values into the 
learners. However with the 1963 Castle Report on Education that led to the nationalization and 
secularization of schools, denominational schools strongly felt that government robbed them of 
their powers to control and manage schools through the “principle of subsidiarity”. This seems to 
have led to the gradual erosion of values and breakdown of discipline in the denominational 
schools as well as the others. The central argument of this thesis is that integrating values into 
school discipline in Uganda would result into an inclusive education system that supports both 
theist and atheist attitudes towards formal schooling.  
 
Some respondents argued that values should be directly integrated into learners’ discipline while 
others opposed values integration. Those who supported values integration into school discipline 
pointed out that it is an integral part of life-education. On the other hand, those who oppose 
integrating values argued that values integration might be misused to impose secular influences 
on the learners. The existing avenues of optimal integration of values into school discipline 
include use of physical punishment and restorative justice, although custodial methods are 
widely condemned by human rights activists for being too harsh, punitive and retaliatory. 
Restorative justice methods used include the use of religious and social clubs as well as 
counseling and guidance. Collective stakeholder participation in school management is also 
widely used where school management, government, parents and the community take on a 
collaborative role in empowering and creating an environment for positive discipline. Finally, 
missionary educators play a significant role in learners’ behavioural modification.  
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The challenges of values integration into school discipline, on the other hand, are policy-related; 
including poor school administrative styles, failure to define which values to emphasize in 
disciplinary management, lack of staff motivation and educators’ unethical behaviour. The 
classroom-related challenges were an over emphasis on academic values that, consequently, turn 
education into a theoretical rather than a practical exercise. This is compounded by the poor 
teaching methodologies used like rote-learning due to the problem of dealing with large classes 
especially in UPE and USE schools and the strict emphasis on an examination-centered syllabus. 
The social-related challenge observed was the negative influence of the media on young people’s 
life styles, consequently, leading to permissiveness, aggressive, violent and militant behaviours 
now common in schools.   
 
The study underscored the need to emphasise stakeholder responsibility in school disciplinary 
management, and the necessity to offer visionary and collegial leadership, identify a common set 
of values critical to the promotion of life-long learning, promotion of life-education to ensure 
formation of morally upright learners, and encourage inclusive education (UBUNTUISM).  
Government should draft a national education philosophy to guide schools in integration of 
values education, emphasizing secular, moral and religious values, as well as the need for 
restorative justice, and employing more pragmatic teaching methodologies. There is also the 
need to create role-models and staff motivation. All these are cardinal remedies in ensuring 
constructive school discipline. Finally, the central theory that explains the integration is an 
Integrated Values Framework (IVF) for Positive Discipline (PD). It advocates that discipline is a 
process of nurturing learners through the provision of inclusive education, life-long learning and 
citizenship building.  
 
KEY WORDS:  
School discipline, Values-Based Education, Citizenship education, Inclusive education, Life-
long Learning, the Integrated Values Framework, Moral education 
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CHAPTER ONE 
 
INTRODUCTION 
 
1.1    Background to the study 
 
Schools are social organisations where values are imparted. Research shows that education aims 
to create schools that convey desired changes in learners (in terms of knowledge and skills) by 
transmitting values to improve learner behaviour (Algozzin & Kay, 2002:45; Atkinson & 
Housley, 2003:57; Njoroge & Bennaars, 2000:7; Oyesola, 2002:129). In his article, “the new 
paradigm of Outcomes-Based-Education (OBE) in perspective”, Professor Malan argues that 
when learners attain pseudo-knowledge, pseudo-skills, pseudo-attitudes and pseudo-values, they 
miss out on the desired educational competencies. On completion of their studies, learners are 
awarded a certificate implying that they have gained certain competencies, whereas in fact they 
have not. Many learners lack the life values necessary to compete favourably in society (Malan, 
2000: 22). Professor Malan puts a premium on true education as the acquisition of knowledge, 
skills and of life values such as good leadership, honesty, piety, respectable personality.  Freire 
and Amado (2009:85), for their part, conclude that an education system that falls short of 
targeting values and discipline leaves a damaging legacy on the global school. The significance 
of this argument is extended in the words of John Dewey, the American educator, who once said 
that education refers to the active participation of the individual in the pronunciation of basic 
values as the funded capital of civilisation (Dewey, 2011:28). It is on the basis of the above 
argument that this study explored how values could be integrated into learners‟ discipline in 
Ugandan schools, taking the case of Kampala district schools. 
 
The Government White Paper (1993) clearly stipulates the aims of Uganda‟s education, which 
are to: 
a) Promote understanding and appreciation of the values of national unity, patriotism and 
cultural heritage, with due consideration to internal relations and beneficial 
interdependence.     
b) Inculcate moral, ethical and spiritual values in the individual and develop self-discipline, 
integrity, tolerance and human fellowship.                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                        
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c) Inculcate a sense of service, duty and leadership for participation in civic, social and 
national affairs through group activities in educational institutions and the community. 
d) Promote scientific, technical and cultural knowledge, skills, and attitudes needed to 
enhance individual and national development. 
e) Eradicate illiteracy and equip the environment for self-development as well as national 
development for better health, nutritional and family life and the capacity for continued 
learning.  
f) Equip learners with the ability to contribute to the building of an integrated, self-
sustaining and independent national economy. 
 
The aims of Uganda‟s education stipulate that good education must be pegged on life values like 
morality, leadership, spiritual growth and social development, as the basis of knowledge 
acquisition, social transformation and positive discipline. The above aims of education also call 
attention to technical and cultural knowledge as channels to hasten national development. The 
technical and cultural knowledge bases signify academic, economic and cultural values which 
are important facets in formal education in Uganda (Ministry of Education & Sports, 2008:34). 
However, there is doubt whether these aims of education, outlined in the Government White 
Paper (1993), are comprehensively and practically enforced in Ugandan schools, given the 
increasing levels of learner indiscipline (Genza, 2008; Nakyanzi, 2004).   
 
Learners‟ discipline is an important aspect of developing positive education and classroom 
management (Howell, 2006:191). When learners are disciplined and well-behaved, order and 
sanity is brought into the classroom in particular and school in general (Hill & Hill, 1994; 
Nakato, 2012:31). In his article, “Discipline in Schools”, Oyesola (2002) observes that order is 
the first law in a good school. For without order (discipline), schools cannot fulfil their purpose. 
In front of a disorderly class, the educator loses inspiration or enthusiasm and spends much time 
labouring to obtain the attention of his learners. More still, Apple (2001:122) argues that 
disciplined learners are highly capable of registering high academic performance, which leads to 
the creation of sound schools. Potgieter, Visser, Van der Bank, Mothata and Squelch (1997:59) 
as well as Muyingo (2001:6) conclude that positive discipline is a momentary expression of 
values and orderliness in the classroom and school. 
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1.1.1 Historical context of Uganda’s education 
In order to critically examine how values could be integrated into management of learners‟ 
discipline in Ugandan schools, it is necessary to analyse the historical context of education 
development in Uganda. The emphasis of this section is put on indigenous education and western 
(missionary) education. This historical overview of education development and the status of 
learner discipline in Uganda, would logically lead to the formulation of the problem and the 
subsequent study objectives. 
 
Uganda‟s earliest form of education was the indigenous education system that existed before the 
coming of the white man (Sekamwa, 2000a:13). Therefore indigenous education in Uganda is as 
old as the communities, except that it has always manifested itself differently, depending on the 
generation, environment and what society considers to be good life education for their children 
(Ministry of Education & Sports, 2001:19). Uganda‟s indigenous education system was informal 
in nature (Ministry of Education & Sports, 2004) and as old as the people that live in particular 
geographical entities (Boateng, 1983:322).  
 
The current Ugandan system of education therefore owes a lot to the system used by the founders 
of the indigenous societies, however much some may want to denounce it (Apple, 2004:43). For 
example through indigenous education, Marah (2012:15) argued, indigenous African values were 
cordially invited into the social and religious lifestyle of the ethnic group. Schooling was aligned 
with the existing social order, ultimately accounting for the living fragments of history. 
Important values were imparted during human growth and development, through the parenting 
process. For example, child education started at birth and persisted into adulthood, finally 
defining the entire socialisation process (Tiberondwa, 2000). The Ugandan youth‟s ethnic group 
was held, cohesively, by regulations, sanctions, rewards and punishments. Sekamwa (2000b:18) 
argued that the Ugandan youth was taught social etiquette rules, agricultural methods, and other 
communal skills that guaranteed the smooth functioning of the social entity, to which he was an 
integral part. Thus, indigenous education offered abundant life values that shaped learners‟ 
education, in which survival and trans-survival skills were permeated. The morals, religiosity, 
and civility, were all impeccably engrained in this robust educational agenda.  
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Marah (2012:17) further painted a fascinating image of the indigenous (informal) education 
system in Africa in general, and in Uganda in particular. He highlighted the fact that indigenous 
education prepared young people for their social roles as adults. Girls were, for instance, 
socialised to proficiently learn the roles of motherhood, wife and other sex-appropriate roles. 
Boys were socialised to be hunters, herders, agriculturalists and blacksmiths, depending on how 
a particular ethnic group, clan or family derived its livelihood. The boys learned their fathers‟ 
craft, while the mothers taught the girls domestic chores. Both boys and girls ensured that they 
performed these chores to the best of their aptitude, as they prepared for adult life as husbands 
and housewives respectively. In general terms, behaviour and social etiquette in pre-colonial 
Uganda were held intact by strict and binding communal rules and values. Sekamwa (2000a:10) 
stressed that the whole community was responsible for a child‟s education, which is why when a 
neighbour‟s child misbehaved; it was a communal responsibility to discipline this child.  Finally, 
life at the King or Chief‟s palace was the climax of this life education, where the young were 
sent to learn politics and greater survival skills, as an expression of the wider universal values.  
 
Because there were no permanent school walls in pre-colonial Ugandan education systems as 
was  the case in Western countries, some European writers on Ugandan education were  blinded 
into viewing traditional education as “primitive” (Ssemusu, 2003:16). These early Europeans 
went to the extent of pronouncing that Africa, especially south of the Sahara, had no culture, 
history or civilization (Ssempanyi, 2002:35). However, much as the Europeans viewed 
indigenous education as being primitive in character, it (indigenous education) still provided life 
education, based on the social, moral, cultural and aesthetic values imparted by the elders and 
parents.
1
  
 
In 1844, the Arabs arrived in Uganda. They were the first major foreign group to come to the 
country. Although their main occupation was trade, they combined it with teaching people about 
the Islamic faith and reading the Holy Qur‟an. Among the people whom the three categories 
taught, were chiefs and some servants of the King. These Ugandans were quite excited about the 
                                                          
1Boateng (1983:329) defines “primitive” as those peoples whose activities are little diversified, whose 
forms of life are effortless and cultures are meagre as well as intellectually incompatible. Their 
inventions, social order, intellectual and emotional life are all poorly developed. 
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new teaching. However, the Arabs did not introduce a comprehensive educational system. In 
1875, after meeting the British explorer from the Royal Geographical Society (RGS) Henry 
Morton Stanley, Kabaka (King) Muteesa I
2
 invited European educators to come to Uganda. He 
wanted the white educators to teach Ugandans new knowledge and skills, which would help the 
indigenous peoples to cope with life. He also wanted European educators to connect him with the 
governments of Britain and France, so that he could defend Buganda Kingdom more effectively 
against foreign intrusion and annexation, especially from the Egyptians (Sekamwa, 2000b:25). 
Muteesa I also wanted to use the new knowledge and skills imparted by the European educators, 
mainly to fight more effectively against his neighbours, and thereby control them. The first 
Christian missionary educators to arrive in Uganda were British who belonged to the Anglican 
faith and the congregation known as the Church Missionary Society (CMS). They arrived in 
1877 and the most famous of these CMS missionaries was Engineer Alexander Mackay 
(Lugumba & Sekamwa, 1973:46). Apart from teaching Christianity which emphasized spiritual 
and moral values, he strongly led the campaign to teach the local people vocational subjects such 
as agriculture, carpentry, weaving and tailoring. These subjects would soon provide the local 
people with survival values (Kasibante, 2001:94).  
 
Soon afterwards, in 1879, the French Roman Catholic missionaries followed the CMS 
missionaries. These Catholic missionaries belonged to the White Fathers Society. King Muteesa 
I also warmly welcomed them. Father Simeon Lourdel was the most famous among the White 
Fathers.  
 
By 1880, there were three groups of foreign educators in Uganda near the palace of King 
Muteesa I. These groups were the Arab Muslims who had arrived in 1844, the British Anglicans 
who came in 1877, and the French Roman Catholics who came in 1879. Each group had a new 
way of worshipping God and passing on life values, knowledge and skills (Ministry of Education 
& Sports, 2005: 15).  The British and French missionaries, at once, began teaching Christianity, 
reading, writing, numeracy, agriculture and some technical skills (Sekamwa, 2000b:29). The 
coming of Europeans to Uganda marked the beginning of the Ugandan system of formal 
                                                          
2
 King Muteesa I of Buganda Kingdom, where Kampala district is located, reigned from 1856-1884. He 
was a monarch with great vision. He invited Europeans to bring formal education in Uganda.  
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education. King Mutesa I was excited about this development because he looked at the new 
knowledge and values acquired as an opportunity for his people to understand the new world 
developments (Lugumba & Sekamwa, 1973:47). This knowledge would also benefit him to 
control his country better.  
 
At first, the cardinal objective of the missionaries was to make their converts literate, so that they 
could refresh their religious knowledge. With time however, in the 1920s, the colonial 
government sought to modify the system so that it could serve both purposes: producing an 
enlightened Christian and a productive citizen.   
 
In 1924, the Phelps-Stokes Commission recommended some major revisions in missionary 
education, which were to: 
a) Integrate more practical education into the literary and religious forms of education given 
to Ugandans. 
b) Increase on the mode of supervision of the school system established by missionary 
educators. This involved instituting a post of school inspectors to monitor performance 
and whether education emphasized values. 
c) Ensure that the learner fits ably into the social (village) life after school. The point made 
here being that instead of making a learner want to work only as a clerk in town or 
wherever such work would be obtained, there was need to enable him or her to fit in all 
life conditions, including the ability to create his or her own job. 
 
These recommendations of the Phelps-Stokes Commission formed the basis of the colonial 
government‟s intervention into management and supervision of missionary schools, with the aim 
of ensuring the effective provision of life education. Life education demanded the integration of 
the teaching of morality, hygiene, agriculture, citizenship, science, history and vocational skills 
in the missionary schools, to enable the learner to cope with life ahead (Sekamwa, 2000b:30). 
When the colonial government took over supervision of education in Uganda from 1925 to 1961, 
the aim of the colonialists were mainly to provide financial assistance to schools, in order to 
support developmental efforts in Uganda‟s schooling system. Both indigenous, missionary and 
colonial education aimed at emphasising values-education to enable learners positively cope with 
life and to mould their behaviours.  
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1.1.2 Indiscipline in Ugandan schools 
The vision of a good school is to produce disciplined and virtuous learners (Freire & Amado, 
2009: 88); but research indicates that indiscipline is on the increase in many Ugandan schools. 
Many learners are light drug addicts, mainly engaged in smoking. In a tobacco study of the 
Global Monitoring Group (GMG) that was conducted in schools, 33.8 per cent learners in lower 
secondary school smoke light drugs, and the highest rate of smoking was in central Ugandan 
schools where Kampala district is situated (Mpabulungi, 2007:18).  In addition, many schools are 
reporting cases of indiscipline such as prostitution (Banjagala, 2010:4). Indiscipline is also 
manifested through increased teenage bullying, intimidation, and harassment of new school 
entrants by the older learners (Genza, 2008:10; Kakuru, 2003; Kibuuka, 1998:23). The situation 
is worsened by the grave cases of defilement, early marriages, sexual harassment and a 
profusely, permissive society leading to high rates of juvenile delinquency.  Muyingo (2001:59) 
maintains that the moral decadence and delinquent behaviours in many 21
st
 Century schools are 
critical social problems characteristic of the youth in Uganda. Thus, there is need to address the 
issue of indiscipline, before it destroys the original aim and quality of education.  
 
In an attempt to restore discipline in schools, educators have tried to use punitive sanctions like 
corporal punishment, so as to inculcate fear in the learners for the latter to avoid repeating the 
disruptive behaviour (Lwanga, 2009:13). However as a result of an outcry from human rights 
activists, government and parents, the use of punitive sanctions has been banned (Nakato, 
2012:14). Researchers like Osher, Morrison and Bailey (2003: 79) claimed that much as corporal 
punishment can be effective in handling disruptive antisocial behaviour in schools, it can have 
negative consequences for the development of the individual. Given this situation, it is the view 
of the researcher that the integration of values into school discipline is a possible solution to the 
problem. Values could replace the use of traditional disciplinary methods to avoid inflicting 
harsh punishments upon the learners. They are social principles that would bring order, moral 
conscience and greater citizenship in schools. Ssewakiryanga (2001:286) reasoned that when 
values are not emphasized in schools, one cannot expect corrective behaviour.  As a caution, 
Nsereko (2001:65) advised school management to create a moral and virtuous society, which 
will promote patriotic feelings, transparency and accountability. Society, today, is being treated 
without remorse to a bitter pill of secularism and materialism, which are gnawing the fabrics of 
noble values that keep society together. The danger of these pills is that they are working 
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silently, on the unsuspecting individuals, creating thieves, on the one hand, and educated people 
with no moral integrity, on the other hand.   
 
The increased level of indiscipline in Ugandan schools has also been attributed to the lack of a 
strong values system assimilated in the curriculum (Ssewakiryanga, 2001:288). For example, 
Nakyanzi (2004:6) demanded that moral and ethical values are no longer emphasized in 
contemporary schools as it was, originally, done in the missionary schools. Missionary schools 
emphasized academics besides the spiritual formation of the learner. Today, emphasis is drawn 
to interests of knowledge, skills-acquisition and broader economic development, through 
teaching of multiple disciplines such as economics, political science, history, entrepreneurship 
and many other secular subjects.  Similarly, Kasibante (2001: 94) maintained that when schools 
fail to emphasize spiritual values, they are likely to produce immoral products. The views 
advanced by Nakyanzi and Kasibante are shared by international ethnographic scholars such as 
Thornberg (2008: 53). Thornberg argues that school indiscipline could be reduced through the 
deliberate attempt to promote moral instruction and discussions on educational issues. Likewise, 
Ssemusu (2003:21) argued that traditional values like obedience, trust, the preservation of 
culture, norms and customs, which have been eroded in schools, could be restored through 
deliberate instruction.  
 
According to Ssewakiryanga (2001:286), the inroads to moral conscience in today‟s Ugandan 
society have been swept aside, by the high level of moral decay among the school going youth. 
Consequently, the African system of education, which was formally founded on the precincts of 
the values of self-respect, has been systematically eroded. Then Nakyanzi (2004:6) argues that 
there is a strain in Ugandan schools as arising out of the unprecedented level of misbehaviour, 
born from increased pornography gathered from the Internet, the sparkling urban commercial 
cinemas, home theatres and the glowing debate to abolish corporal punishment in schools, giving 
rise to enormous learner delinquency. Discussing the social antecedents of learner aggression in 
the boarding secondary school in Uganda, Kibuuka (1998:18) claimed that many aggressive 
tendencies and deviant character in society are vividly mirrored in schools through bullying, drug 
abuse, theft and vandalism, as notorious scores of a values-vacuum. Likewise, Tapia (2009:23) 
argued that underdeveloped nations, like Uganda, have reported high rates of social and moral 
tribulations among the young generation, who are expected to lead these developments, a 
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scenario that was less experienced during the pre-colonial times. This implies that the 
opportunity cost for social growth and survival, in many Ugandan schools today, is the sacrifice 
of the child‟s values. Hence, there is need to place more emphasis on learner discipline by 
integrating the teaching of values into the curriculum (Tungata, 2006:3).  
 
Of interest to this debate is that, Beck (2008:55) provided the concept of values-education, in a 
global school, as referring to the construction of citizenship responsibility. This is in consonance 
with the views by Majmudar (2008:6), who concluded that building positive school discipline is 
sufficient support for the actual education that will help to alleviate social problems like poverty 
and inequity, and restore the dignity of the human being. Squeezed between the need to preserve 
quality education and uphold values in schools, Rapoport (2011:91) proposed that citizenship 
education be traded throughout the classroom and school by letting values to transcend the 
educational process. If values could be considerably propelled during the schooling process, 
learners‟ indiscipline would noticeably diminish. The presence of values in the disciplinary 
process, implies the shaping of behaviour to preserve goodness of character; and through 
character education, educators create schools that foster ethical, responsible and caring young 
people (Sajjadi, 2007:134). Value-based education therefore is the intentional, proactive effort, 
by schools and governments, to instil in their learners important core values such as caring, 
honesty, fairness, responsibility, and respect for self and others (Kasibante, 2001:30).  
 
Value-based education not only cultivates minds, it nurtures hearts (Thiroux, 2006: 89). School 
managers need to inculcate values in teaching and other schooling activities, in order to groom 
young people, in a responsible way (Kironde, 2003:15). The intentional teaching of good 
personality is, particularly, important in Uganda‟s schools, where many youth face perils 
unknown to earlier generations (Marah, 2012:18). The excesses of indiscipline in schools create 
a scenario where learners are more bombarded with negative manipulations, through the media 
and extreme scientific reasoning (Ssemusu, 2003:24). Having viewed the subject through a 
dialectical lens, the preceding background sets the larger framework within which to examine the 
study problem, more prolifically, with the aim of optimally integrating values into management 
of learners‟ discipline in Ugandan schools. 
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1.2    Statement of the problem 
 
Many previous researchers have stressed that there is a marked increase in learner indiscipline in 
Ugandan schools (Kasibante, 2002:34; Katagaya, 2009:33; Nakyanzi, 2004:1; Namirembe, 
2009:4). This is partly manifested through, light drug addiction (Mpabulungi, 2003:23) and 
permissiveness (Mpabulungi, 2007:42),  grave cases of immorality in schools like prostitution,  
continued strikes leading to the setting of school infrastructure ablaze and increased teenage 
bullying, in the form of intimidation and harassment of new school entrants by the older learners 
(Genza, 2008:10; Kibuuka, 1998:23). This is a serious educational dilemma that is only partially 
addressed by previous researchers such as Ssewakiryanga (2001:285), Nakyanzi (2004:9), 
Kasibante (2001b:94) and Ssemusu (2003:24). However, the researcher believes that such 
indiscipline could be partly explained by lack of articulating values in schools. For example, 
Kasibante (2001b:94) showed that schools no longer stress spiritual values, which is why 
criminal behaviour is increasing. Ssemusu (2003:24) upheld that there is an erosion of traditional 
values in child education and schools are focusing more on academic excellence rather than 
promoting Outcomes Based Education (OBE). 
 
The problem for this research is twofold: firstly, to clearly demonstrate, with research data, that 
the increasing indiscipline and erosion of values poses a great threat to the Ugandan educational 
system and to the Ugandan society. Secondly, to show that the situation can be remedied through 
the strengthening of the value-based component in the educational system, which would require 
examining ways of optimally integrating and reclaiming values into the management of learners‟ 
discipline in Ugandan schools, in order to guarantee Lifelong Learning (LL). This could 
contribute to the reduction in misbehaviour in contemporary schools and to avoid watering down 
the quality of education. Writings by Thomson and Holland (2002:103) signified that values are 
some form of rules meant to establish social order, while Genza (2008:17) confirmed that 
stressing of values in schools empowers educators to promote moral conscience, patriotism, and 
greater citizenship. Finally, it is hoped that the results of the research will feed into the wider 
fields of education management and educational philosophy through the provision of alternate 
and improved approaches to school administration in Uganda. 
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1.3   Research question and sub-questions   
 
The research focuses on the question of how values could be optimally integrated into 
disciplinary management in Ugandan schools. The scope of the study was Kampala district 
schools. The following sub-questions address the larger research question:  
1. What does the literature indicate with regard to the integration of values into the 
management of learners‟ discipline? 
2. What is the status quo of the integration of values into the management of learners‟ 
discipline in Kampala district schools? 
3. How can values be optimally integrated in the management of learners‟ discipline in 
Kampala district schools, in the opinion of educators, learners, counsellors and 
principals? 
4. What are the challenges facing educators and learners in the integration of values into the 
management of learners‟ discipline in Kampala district schools? 
5. How could an integrated framework be developed and optimally used to incorporate 
values into the management of learners‟ discipline? 
 
1.4    Research aim and objectives 
 
The research aim was to explore how values could be optimally integrated into disciplinary 
management in Kampala district schools. The following sub-objectives address the research aim: 
1. To review the related literature with the aim of exploring how values are integrated into 
the management of learners‟ discipline. 
2. To establish the status quo of the integration of values into the management of learners‟ 
discipline in Kampala district schools. 
3. To establish how values can be optimally integrated in the management of learners‟ 
discipline in Kampala district schools, in the opinion of educators, learners, counsellors, 
and principals. 
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4. To find out the challenges facing educators and learners when integrating values into the 
management of learners‟ discipline in Kampala district schools. 
5. To develop an integrated framework which aims at optimally incorporating values into 
the management of learners‟ discipline. 
 
In order to establish a clear link between values and school discipline, the researcher needs a 
theoretical framework that clearly spells out the meanings of the concepts of “values, 
“management” and “school discipline.”  This would help the researcher to formulate his own 
definitions and conceptualizations of key concepts of the study, in order to ease the 
understanding of the research questions. 
 
1.5    Theoretical framework  
 
A social constructivist approach was used as a theoretical framework for this study. This theory 
states that the construction of meaning of concepts would depend on multiple realities gained 
from diverse social interactions (Thornberg, 2008: 52). This is because life is constructed from 
different ethical practices (Guidry, 2008:21); therefore, different experiences and histories will 
promote different values and meanings of discipline and values (Griffin, 2008:24). The making 
of meaning about school discipline and values, as constructs, emanates from varied “interactive 
environments” (Kendziora & Osher, 2009:13). Using the social constructivist theory, thus, the 
researcher distilled his own meaning of the concepts: “values, “school discipline”, 
“management” and the “integration of values into school discipline”, as key constructs to inform 
the data analysis process.  
 
These definitions acted as the theoretical lens through which the data was analysed. The 
relevance of the theory of social constructivism is that, values do not come out of a vacuum 
(Street, 2009:26). Values are numerous because they emanate from diverse life experiences 
(Thornberg, 2008:54). The values cherished in one particular society, for example, might be 
different from those of another society, because of differences in thought processes, customs, 
ideology, norms, social rules, evolution, and tolerance to diversity (Atkinson & Housley, 
2003:57). However, the danger in this is that an overemphasis on particular values, at the 
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expense of others, is likely to compromise quality education, because all values are equally 
important to social growth and the development of a versatile citizen. This means that educators 
need to identify a set of useful values and, expeditiously, promote them in schooling (Thomson 
& Holland, 2002: 107). The social constructivist theory (in chapter 2) formed the basis of 
building an argument for the literature review chapters (3-5) and the subsequent data analysis 
and interpretation.  
 
1.6 Literature review  
 
1.6.1  School discipline 
 
Literature provides that there is no absolute definition of school discipline. For example, many 
scholars define school discipline in relative terms. They have developed multiple meanings of 
school discipline to represent different educational orientations (Goodman, 2006:39; Thornberg, 
2008:52). For instance, the first group of scholars pondered that school discipline is punitive 
sanctioning, or retributive justice (Lwanga, 2009:17). The second group of scholars described 
school discipline as behavioural instructions given to learners (Kasibante, 2002; Otten, 2000:40), 
or the enforcement of school rules and regulations (Mohapi, 2007:24). The third group of 
scholars denotes school discipline to be a remediation process, or restorative justice, that 
educators convey to the maladjusted learners (Joubert & Serakhwane, 2009:126). The fourth 
group of scholars defined school discipline as the process of attaining the educational goals for 
national development (Bear, 2009; Nkata, 2005).  
 
Literature also points to the conceptualization of management as a broad term essential for the 
success of an organization‟s operations (Musaazi, 2006:93). The concept of management is 
regarded by researchers and theorists as effective supervision, which consists of sub-components 
such as planning and leadership, used by the managers to facilitate the achievement of the 
organizational goals and objectives (Mullins, 2005:67). The concept of management could also 
refer to a situation when school authority offer leadership by being charismatic, authoritative, 
transactional, innovative, inspirational and democratic leaders, in order to enforce positive 
discipline. Finally, management might also refer to planning, in order to establish the goals of 
preserving positive discipline, enforcing such discipline and evaluating the conduct of learners, 
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at the end of the day (Musaazi, 2006:99; Ogunsaju, 2002:1). Educators could approach the 
management of school discipline in three ways: using the Ecological Approach to Classroom 
Management (EACM), the School-Wide Positive Behavioural Supports (SWPBS) and the 
School Emotional Learning (SEL), as vital approaches to the effective management of school 
discipline (Coetzee, 2005:83; Watson, Swain, & McRobbie, 2004:26).  
 
Finally, different dimensions of school discipline are also presented in the literature, and these 
dimensions include: the legal/political dimension (Austin, 2010; Fabelo, Thompson & Plotkin, 
2011; Marshall, 2004), school dimension (Stewart, 2003) and the administrative/leadership 
dimension (Babiita, 2007; Fink & Resnick, 2001; Fullan, 2002; Nassozi, 2010; Sergiovanni, 
2006). There are many dimensions in the management of school discipline. This means that the 
choice of which dimension to implement depends on which approach is appropriate to which 
school environment. The legal dimension could be applicable when a disruptive behaviour turns 
into a criminal offense. It could also imply that the code of behaviour is used, as a legal 
framework, to guide the enforcement of school discipline (O‟Toole, 2012). The social dimension 
indicates that certain social and family factors could be responsible for disruptive behaviour 
(Vossekuil, Reddy, Borum, & Modezeleski, 2002). The administrative factor shows that 
leadership in schools could also emerge as an important tool for positive discipline (Sergiovanni, 
2006), while school factors, such as the lack of scholastic materials to run schools, might 
provoke learner disruptiveness (Leventhal & Brooks-Gunn, 2004). 
 
1.6.2 Values 
 
A plethora of definitions of values also exists in the literature. Scholars tend to classify the 
definitions of values into individual, institutional, societal, and universal level values (Batson & 
Thompson, 2001; Blum, 2008; Ovadia, 2003; Searing, 2009). Part of the literature describes 
values at the individual-level as yardsticks for determining individual progress, and providing the 
desired individual end-goals (Ovadia, 2003:410). At an organizational level, some researchers 
tend to assume that values are modes of behaviour that propel change in an organization 
(Searing, 2009:433). At a societal-level, values could be defined as elements of “conformity” to 
the established order (Du Preez, 2008:35). People must conform to norms and customs, of 
particular societies, in order to ensure cohesiveness (Njoroge & Bennaars, 2000). At a universal-
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level, scholars at times define values to mean human ethical standards. In other words, universal-
level values must delineate principles of objective ethical goodness (Putterman, 2000:79). For 
example, it is of a universal concern that every human being possesses objective moral ethics 
(Du Preez & Roux, 2010:78).   
 
A further understanding of the concept of values is provided by the theories of moral enquiry, 
because the notion of values could also be an issue of moral objectivity, as well as behavioural 
growth and development (Kirschenbaum, Harmin, Howe, & Sidney, 2000). Scholars and 
researchers of moral philosophy widely debate the concept of values, as moral development 
problems that rightly begin with childhood, proceed to adolescence and end in adulthood 
(Griffin, 2008:7). Therefore, it is important to study it in the context of moral philosophy (Blum, 
2008:99). In essence, values are important human growth stages. Some of these stages are 
sequenced (c.f. Lawrence Kohlberg) and others are clustered (c.f. Milton Rokeach) (Searing, 
2009). Values are also debated and widely contested in both secular and religious ethics in 
contemporary western moral philosophy (Copan, 2013). 
 
1.6.3 Integration of values into school discipline 
 
Research and theory further indicates that values exist in the entire culture and construct of 
human society. In other words, values occupy an indispensable role in human life (Davidov, 
2010:170). The roles may include developing learners‟ character (Morrison, 2001), positive 
citizenship (De Klerk & Rens, 2003:353), promotion of self-discipline (Ryan & Bohlin, 2000), 
and pedagogic discipline (Zalta, 2003:4). Values also act as compliance measures (Halstead 
(2000), and they encourage learners‟ self-achievement (Eccles, 1992:1), dealing with the moral 
dilemma (Maree & Cherian, 2004:77; Van Wyk, 2001b:199) and the enunciation of the spiritual-
self in learners (Dean, Petrillo, & Ella, 2002:570). There are also theories of values integration 
into school discipline which are discussed in the literature and these include: Socrates‟ value 
clarification theory (Brickhouse & Smith, 2000:82) and John Dewey‟s educational philosophy 
(Palermo, 2000:47).  
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Research and theory has also interpreted the integration of values into school discipline in the 
context of „values-education‟. Values-education refers to teaching of critical human principles to 
learners, in an attempt to mould character and prepare them for the socialization process after 
school (Veugelers, 2000).  Literature also shows that educators deal with values education in 
distinctly different ways (Veugelers & Vedder, 2003:377). These different ways are the 
pedagogical approach (Doneman, 2009:10; Graham & Gunders, 2010), character education 
approach (Chisholm, 2005; Prencipe & Helwig, 2002:843), the Outcome-Based-Education 
approach (Malan, 2000) and the multi-cultural or pluralist approach (Apple, 2004; Berlin, 2002).  
 
Drawing from these diverse views from literature, the researcher defines school discipline as a 
process of self-correction and instilling empathy in learners, through academic and moral 
instruction and a presumed extension into the social and universal values, whose assumed aim is 
to prepare learners for lifelong learning and the national development challenges. The researcher 
also defines values as human principles, developed from childhood through adulthood and 
categorized as individual, group and universal elements. Such elements facilitate human goal 
achievement, yet others are goals themselves, which are personal, collective and transient in 
some ways. The ultimate aim of values is to direct humanity to what is desirable. Finally, the 
researcher‟s own description of the integration of values into school discipline is that, educators 
could identify a set of values, from the many and diverse values from diverse cultures, to be 
incorporated into school discipline, so as to transform learner‟s character through the character 
education approach. However in today‟s pluralist school, educators must, carefully and 
objectively, integrate values without antagonizing diversionary views and cultures.  
 
1.6.4 The literature gaps 
 
The accessible literature on school discipline in Uganda is fragmentary and unreliable, as most of 
it is as recent as 2006. The studies are also located outside Kampala district, the geographical 
area that is the focus of this study. Those that were carried out within Kampala district had a 
smaller sample size and addressed different units of analysis. Nakyanzi (2004:4), for example, 
noted that increased immorality in schools is due to the values vacuum in the learner‟s 
disciplinary process. Because of the laxity in clarifying moral values in schooling by most 
educators, she advocated for a curriculum that clarifies the major ethical values necessary in a 
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learner‟s educative process. Genza (2008:17) contended that schools have concentrated much on 
academic progress and neglected the promotion of an Outcome Based Education (OBE), which 
focuses on promoting life values and civic responsibility. He further cautioned that most schools 
have neglected spiritual values in the education of learners, yet these spiritual values are quite 
central in promoting positive child education.  
 
1.7   Research design and methodology  
 
This section includes the research approach, research design, data collection and data analysis 
procedures. 
 
1.7.1  Research approach 
 
The study adopted a qualitative research approach, which is post-positivistic. Post-positivist 
research is sometimes dubbed as “naturalistic”, or “ethnographic” in nature (Koul, 2007: 61). 
Qualitative, naturalistic and ethnographic studies rely on holistic inquiry, employed in a natural 
setting using research questions, as the foci of data generation and analysis. Through holistic 
inquiry, multiple data is generated using varied qualitative strategies. The use of multiple 
qualitative data generation strategies is a necessary triangulation method. It aids understanding of 
empirical data, which is crucial in the process of designing a model at the end of the analysis.  
Amin (2005: 80) supported the above view, arguing that the basis upon which data are to be 
collected, in a qualitative research, is to build a model at the end of the analysis. In this present 
study, the researcher used multiple data generation strategies and interpretative analysis, in order 
to come up with the Integrated Values Framework (IVF). 
 
1.7.2  Research design 
 
The research design refers to the plan which the research will follow (Amin, 2005:44).  The 
research plan for this study was grounded theory, whose purpose was to generate theory from 
empirical data. Grounded means that the theory will be generated on the basis of data and 
grounded in data, while theory means that the objective of collecting and analysing empirical 
data is to generate theory to explain the data (Punch, 2009:129). Therefore, the researcher must 
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generate data with the research questions, and analyse the data using grounded theory methods of 
analysis, use the emerging codes and categories to further collect data in order to obtain new 
information, analyse the data, still collect data and analyse it, until theoretical saturation (when 
no new information and/or categories are obtainable) (Charmaz, 2006: 12).  To generate theory 
from data, it involves carrying out an inductive analysis process. Inductive analysis means 
moving from the specific to the general, from facts to a premise or conclusion (Urquhart, 
2011:26). Urquhart further defines the grounded theory approach as a method of deriving theory 
of human behaviour from empirical data, as part of symbolic interactionism (Urquhart, 2011: 
28).  
 
1.7.3  Universe/ Population 
 
The study population, in qualitative inquiries, forms the description of a natural setting or 
universe, that is the basis of ensuring the choice of the most appropriate and credible data. The 
natural setting or universe, in qualitative research, must be information rich (Amin, 2005: 181). It 
refers to the participants or groups of participants that the study targeted. This natural setting is, 
maximally, varied in order to access credible information. In qualitative research, maximum 
variation is based on the quality of the study participants from whom to generate data. In this 
study, the natural setting included educators, learners, counsellors and school management, got 
from six different schools. All these categories of participants were relevant in generating useful 
experiences, actions, conditions, opinions and behaviour that would vitally lead to the building of 
the required theory. The universe is Kampala district in Uganda. Kampala district has 
encountered many cases of learner indiscipline, such as hooliganism, light drug addictions like 
smoking, bullying cases, pornography from the Internet, commercial cinema, and juvenile crime, 
because a large part of Kampala is urban.  
 
1.7.4  Sample size 
 
This study used a manageable sample size of sixty respondents from whom qualitative in-depth 
data was collected. The sample size was generated from six schools that are within the study 
universe. Koul (2007:89) defined a sample as a small portion of respondents of a universe or 
natural setting (population) used to make credible interpretations of the data collected. There 
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were three categories of schools used for the study. These were: two religiously-founded schools 
with a sample of twenty participants, two public schools with a sample of twenty participants and 
two private schools with a sample of twenty participants. Each school from the three categories 
had four educators, two learners, one counsellor, two prefects, and one school management 
representative (either the principal or deputy), to make ten participants in a single school. The 
principal represented the members of the School Governing Body (SGB) because he or she is 
secretary to this committee. The researcher chose not to include any interviews of other members 
of the SGB, except the principal, because all of them are “absentee landlords”. Being absentee 
landlords, the researcher found it a little hard to gather these people to participate in the 
interviews from time to time. Instead, he opted to exclude them in the entire study and only use 
the principal. Therefore, where two schools were drawn from each category, there were twenty 
participants in a category.  
 
The researcher identified the sample using two non-probability sampling strategies; purposive 
sampling and maximum variation. Creswell (2007:42) argues that with purposive sampling, the 
number of people interviewed is less important than the information needed from them.  In 
purposive sampling, the researcher is more likely to uncover the full array of multiple realities 
relevant to an inquiry, than employing probabilistic sampling methodology. For the empirical 
part of this study, the researcher purposively sampled participants, depending on their knowledge 
of the problem, their practical experience and their ability to suggest remedies to the problem. 
Maximum variation was also used to ensure information saturation got using varied sampling for 
heterogeneity. It is a sampling technique, instrumental in grounded theory, but aimed at varying 
the participants until a time the investigator realizes information saturation (Nsubuga, 2000:65). 
 
1.7.5  Data generating strategies 
 
The researcher employed both primary and secondary data generation strategies. The primary 
data generation strategies were personal interviews and Focus Group Interviews. Secondary data 
was acquired using documentary analysis (Amin, 2005:262). Qualitative data generation 
strategies help the researcher to develop the study on an inquiry-based point of view, with a 
practical mechanism of seeking people‟s opinions and experiences on a particular issue.   
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1.7.5.1   Personal interviews 
 
A personal interview uses an oral questionnaire where the investigator gathers data through 
direct verbal interaction with participants (Koul, 2007:66). Ary, Jacobs, Razavieh and Sorensen 
(2006:480) stated that the interview can be regarded as one of the most widely used strategies of 
gathering qualitative data. Interviewees are used to gather data on subjects, opinions, beliefs and 
feelings about the situation in their own worlds. To „interview‟ is to develop a shared perspective 
and understanding (a view) between (inter) two or more people.  Personal interviews are optimal 
for collecting data on individuals‟ personal histories, perspectives and experiences. Learners, 
counsellors, educators, prefects and school management members participated in interviews. 
When the participants freely expressed their views on a particular subject, the researcher noted 
down the participants‟ first hand responses in the form of field notes. During the interview, the 
researcher was able to explain the purpose of the inquiry and to use in-depth questions to, 
clearly, dig into the information he wanted. Such in-depth information would enable him to 
exhaust the subject matter and be in position to move smoothly to the next stage.  In order to get 
all the responses and narratives through an in-depth encounter, the researcher used a series of 
probing questions.  
 
Probing was done in the form of building more questions which are relevant although might not 
be on the interview schedule. Interviews are, particularly, useful to get the story behind a 
participant‟s experience. In selecting observation as a method of data collection, the researcher 
anticipated to record and analyse the behaviour and interactions of the participants as they occur; 
and to allow events, actions and experiences to be „seen‟ through the eyes of the recorder 
(Ritchie & Lewis, 2003: 35). Even observation served to inform the study of the interactions and 
behaviour of educators and learners. The researcher recorded the verbal responses from 
participants as field notes (Ngubane (2009: 103).  
 
1.7.5.2   Focus Group Interviews 
 
Focus Group Interviews (FGIs) are an important form of qualitative data gathering instrument, 
which is used, often, in tapping the feelings and beliefs of a group of participants in social 
research expeditions. The Focus Group Interviews used a set of questions, on a particular 
subject, to provide detailed, rich, contextual and detailed data (Mohapi, 2007: 67). With the 
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Focus Group Interviews, the researcher was able to effectively solicit data from groups of 
participants, who agreed to be collaboratively engaged in the activity (Koul, 2007:61). Ngubane 
(2009:57) defined focus groups as a research technique that collects data, through group 
interaction, on a topic pre-determined by the researcher. The focus group interviews aim at 
tapping respondents‟ impressions, interpretations and opinions on social phenomena. The 
moderator plays a vital role in steering the group interviews, as he/she draws out information and 
keeps members on track. In each school, two educators and three learners (learners and prefect) 
were engaged in a Focus Group Interview.  
 
1.7.5.3  Documentary analysis 
 
Documentary analysis is a secondary data source method. Kothari (2003: 233) defined secondary 
data as data that already exists and does not have to be primarily collected by the researcher. The 
researcher scrutinized secondary data to avoid flaws in the context of the research questions. The 
researcher then ensured that the documents were credible by analysing the information therein. 
Suitability of the data in the documents was analysed by scrutinising the definition of the terms 
and units used in data collection, using the original primary sources. The objectives, 
methodology and scope of the original inquiry, were also scrutinized. As Koul (2007:123) 
recommended, adequacy of the documentary information and the documents, were analysed on 
the basis of the collected data. Therefore, in using documentary analysis, the researcher 
considered only data that was relevant to the study, which created a wealth of usable information 
to build and ground a theory.  The researcher chose to include use of documentation as a data 
collection strategy because of the need to get valuable information from archives, school minutes 
as well as rules and regulations, and information from dissertations. There is a rich body of 
already existing documented knowledge in Ugandan schools and libraries that provided a lot 
about the status quo of values integration in management of school discipline.  
 
The researcher, further, gathered information by analysing documents, which included Diploma, 
Bachelors, Masters and Doctoral dissertations on discipline, specifically in Kampala district and 
based in Makerere and Kyambogo Universities as well as Ggaba Primary Teachers‟ College. The 
other documents analysed were archival materials which included books, journals, reports and 
educational policies in national archives. School Governing Board (SGB) reports and minutes of 
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various meetings on discipline and those of the school counsellors were analysed as well as the 
codes of conduct.  
 
1.7.6  Data collection procedures 
 
After seeking ethical clearance, the researcher proceeded to the field. Using multiple data 
generating strategies, he managed to triangulate data gathered in order to ensure credible 
findings. Amin (2005:64) defined triangulation as the use of multiple methods, data collection 
strategies to ensure that credible information is given in the event. After data generation, the 
researcher organized and edited the field notes. Amin (2003:3) also described editing as a 
process of examining the collected raw data, to detect errors, omissions and to correct these 
where possible. Editing, therefore, involves a careful scrutiny of raw data to erase 
misunderstanding and doubts. According to Amin (2005: 307), there are two points at which 
editing should be done and these are: field editing and central editing. Field editing was done in 
order to avoid possible omissions and errors before leaving the field, lest the researcher would 
forget them which might distort the information obtained. Central editing is done after 
assembling the draft data write up, to ensure that it coheres, both in terms of presentation and 
content. 
 
1.7.7  Ethical considerations 
 
Before embarking on the collection of the required data from the field, the researcher sought 
consent from his university and the education managers, who have jurisdiction over the study 
area. Seeking consent, before data gathering, is an important ethical milestone in any research 
endeavour. Ethical considerations refer to the moral or ethical obligations a researcher has to 
ensure in order to produce a trustworthy research project. As such, several measures were 
undertaken to ensure ethical compliance in this study and these included: seeking informed 
consent, and ensuring confidentiality, anonymity and guaranteeing that the participation was 
voluntary. Informed consent was sought from participants before getting them involved in any 
study, as one of the primary steps to undertake research in order to avoid negative legal 
implications. In this way, the researcher obtained ethical clearance for his research from the 
Nelson Mandela Metropolitan University ethical committee in Summerstrand, South Africa.  
23 
 
The school principals, the district education officer for Kampala district of Uganda, and the 
Director of Education, in the Ministry of Education and Sports, Uganda, gave permission to the 
researcher to conduct research in the schools. Cover letters introducing the researcher to the 
research setting were obtained from the Nelson Mandela Metropolitan University, the 
commissioners of secondary and primary education, Ministry of Education and Sports, and from 
school principals. For voluntary participation, the researcher clarified to each intending 
participant that participation, in the study, is voluntary and this information was given to the 
researcher and his assistants before starting any interview and group discussion. Whoever 
wanted to withdraw his or her participation, it was done willingly so.  
 
1.7.8  Data analysis methods 
 
The data was analysed using grounded theory, supplemented with coding and content analysis in 
the Wilsonian tradition. Charmaz (2006:23) defined grounded theory analysis as a set of 
procedures for developing the central theory or core category through the analysis of data. 
Grounded theory, in data analysis, used two methods which included: 1) coding (open coding, 
axial coding and selective coding), and 2) concept (content) or construct analysis in the 
Wilsonian tradition. Adopting concept analysis in the Wilsonian Tradition is necessary for theory 
development (Rodgers, 2000:79). Strauss and Corbin (1990:58) defined grounded theory to be 
the generation of abstract theory to explain what is central in the data. Thus, the researcher has to 
recognize the central role of conceptual abstraction, theoretical sensitivity, and the hierarchical 
structure of theoretical knowledge to form an analytical story that suits the participants‟ 
experiences. The researcher built codes, or carried out coding of the data, as a process of 
grounded theory analysis (Punch, 2009:185). Coding means naming segments of data with a 
label or labels that, simultaneously, categorizes, summarizes and accounts for each piece of data. 
It is the first step in moving beyond concrete statements in the data to making analytical 
interpretations (Punch, 2009:45).   
 
 
However, Straus and Corbin (1990:60) defined coding as a process that represents the operations 
by which data are broken down, conceptualized and put back together in new ways. For example, 
the researcher broke data from the different memos into themes, sought interconnections 
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between the themes, sought facts behind the experiences which he later built into a complete 
whole or theoretical programme of new knowledge, because he wanted a model that would, 
optimally, integrate values into disciplinary management in schools. In summary, Charmaz 
(2006:30) noted that there are three objectives that govern the coding process: to find conceptual 
categories in the data, and to find relationships between these categories, as indicative to a higher 
level of abstraction. 
 
Coding, in this present study, followed three cardinal processes, and these were: “open coding”, 
“axial coding” and “selective coding” (Punch, 2009:187). Open coding is an initial coding 
process that builds substantive codes prior to categorization of data (Strauss & Corbin, 1990:62). 
Thus, substantive codes or open codes, in the data or transcripts, are categories or labels which 
the researcher generated from the empirical data but at a more abstract level than the data itself 
(Creswell, 2009:87). It was important to adopt open coding, in times where the researcher 
wanted to engage a comprehensive study of different manuscripts, to avoid prior biases that 
might erupt through rushing the memos. In the case of personal interviews, Focus Group 
Interviews (FGIs) and school minutes on discipline, the researcher had to read the data word-by-
word and phrase-by-phrase to get suitable codes or categories from the texts analysed (initial 
coding). This process involved transcribing raw data and finding out common units to serve as 
themes. The researcher was able to separate similar ideas and group them under their logical 
categorization. On this option, literature from Charmaz (2006:84) observed that categorization is 
a crucial step in data analysis that gets down to the actual disintegration of meanings from the 
raw data, in qualitative research. After categorization, the researcher aggregated items that were 
similar and associated them to each other through a logical organization of the data.   
 
Axial coding or theoretical coding is the process of interconnecting categories or finding their 
relationships as developed from open coding (Urquhart, 2011: 29). In this way, the researcher 
interpreted participants‟ experiences, opinions and actions by drawing lessons behind the scenes 
that represented the factual world. Interpreting experiences was guided by the process of content 
analysis; to draw facts behind the scenes and also make comparisons between data collected 
using different transcripts and different data collection strategies, in order to find out the 
similarities and differences and the gaps therein.  
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The researcher also adopted selective coding for more relevant quotations and text materials, 
especially those from dissertations, archival materials and ministerial documents (cf. in vivo 
codes). Such selected portions of documents would serve as the centre viewpoint vital for 
theoretical sensitivity (Strauss & Corbin, 1990:44). Selective coding means that the analyst limits 
himself or herself to one particular aspect of the data which is called the “core category” that 
defines theory. When this selection is made, it delimits the theoretical analysis and development 
to those parts of the data that relate to this core category and open coding ceases. The analysis 
now proceeds around the core category which becomes the centre piece of the grounded theory. 
Building the core category requires a process of inductive analysis and logical reasoning.  Koul 
(2007: 123) argues that inductive analysis is used to interpret, draw meanings and conclusions, 
and make generalizations based upon looking at the nature of facts assembled. Theory building 
was based on grounded theory because qualitative research is emergent rather than tightly 
prefigured. This involved deriving theoretical constructs directly from the empirical data 
collected (Koul, 2007:88) and using the constructed definitions of school discipline, values and 
their integration as deduced from literature review.   
 
Data analysis also used content (construct) analysis as a technique for the objective and 
systematic description of manifest content (Berelson, 2002:72). It is a research tool used by 
researchers to determine the presence and frequency of certain concepts, themes, characters 
within texts or sets of texts and to interpret this in an objective manner. In concept (construct) 
analysis, the character of concepts is a longstanding philosophical issue, where concepts or 
constructs are sometimes called "the building blocks of theory" (Rodgers, 2000; Walker & 
Avant, 2005: 26). This means that concepts or constructs can be developed prior to any 
significant theorizing (Paley, 1996:572) or after empirical data gathering. This implies further 
that concepts or constructs are "theory-formed" (literature to generate constructs) rather than 
"theory-forming" (Morse, 1995: 42). This idea of "contextualism" is often expressed as knots in 
the net of scientific theory (Risjord, 2008:3).  
 
It specifically means that as knots cannot exist without the cord, concepts cannot exist without 
the context (theory/literature). For example, Paley (1996:575) opted for the related image of 
concepts as "niches" within theory. Whatever the metaphor, the underlying idea is that concepts 
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get their content from context. Throughout the entire process of qualitative data analysis, the 
researcher engaged in memoing; that is, recording reflective notes about what was being learnt 
from the empirical data.  The idea was to write memos whenever ideas and insights cropped out 
of the data. Memoing, or memo writing, is the pivotal intermediate step between data collection 
and the drafting of the theory (Charmaz, 2006). 
 
1.8   Conclusion 
 
This chapter introduces the reader to the study described in this thesis, namely how values could 
be, optimally, integrated into management of learners‟ discipline in Ugandan schools. The 
problem statement is that there is increased indiscipline in schools manifested through 
immorality, smoking and violent strikes. The integration of values into the management of 
school discipline is seen as a possible avenue to alleviate this problem. A brief note on literature 
review suggests that there is a substantial body of knowledge on management of school 
discipline, values and the integration of values into school discipline. However, the literature is 
quite fragmentary and time-constrained, with the most recent Ugandan studies on school 
discipline dating seven years back.  Some literature is also geographically constrained because 
most of the studies are international. The studies conducted in Kampala district cover a relatively 
small sample and address different units of analysis. The research design and methodology is 
briefly described.  
 
1.9   Division of chapters  
 
The thesis is divided into ten chapters. Chapter one gives a concise introduction to the study and 
situates the statement of the problem. Chapter two provides the social constructivist theory as a 
theoretical framework for the study. The theoretical framework tries to indicate how literature 
review was critiqued to provide theoretical lenses and distil meaning of the concepts of school 
discipline, values and their integration. The theoretical framework also spells out the grounded 
theory as a method of data collection and data analysis. Chapter three examines the philosophical 
meaning and nature of school discipline. It explores the meaning of management, school 
discipline and the link between management and school discipline. Then, chapter four shows the 
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different meanings of the concept of “values” as derived from literature.  It also provides the 
varied theories of values and the classifications of values. Chapter five focuses on how values 
could be integrated into school discipline by showing the roles of values, theories in the 
integration of values, and the Values Education Programme (VEP) approaches.  Chapter six 
describes the research design and methodology based on a qualitative approach, with grounded 
theory as the design.  
 
Then chapter seven shows the analysis and interpretation of documented data on the status quo 
of values integration into school discipline in Uganda, taking Kampala district as the case study. 
Chapter eight presents the analysis and interpretation of empirical data on the justification, 
avenues and challenges of integrating values into school discipline. Chapter nine gives a 
discussion of the new findings and recommendations. Chapter ten is the general study 
conclusion. It indicates the study synopsis, the development of the Integrated Values Framework 
(IVF), provides the limitations of the study, presents an original contribution of the study and 
gives the conclusion and way forward.  
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CHAPTER TWO 
 
THEORETICAL FRAMEWORK: SOCIAL CONSTRUCTIVISM 
 
2.1  Introduction  
 
This chapter provides the social constructivist theory as the theoretical framework for the study. 
Recent research in education has been dominated by a constructivist view of generating meaning 
out of educational experiences.  According to this view, learners and researchers do not passively 
absorb information. It is meaningful learning and thought processes that involve the active 
creation and modification of knowledge structures which are then absorbed (Denzin, 2004:113). 
When learners or researchers are learning, they use their existing knowledge, beliefs, interests, 
and goals to interpret any new information, and this may result in their ideas being modified or 
revised. In this way, learning or acquisition of new knowledge proceeds as each individual’s 
conceptual schemes are progressively “reconstructed” as he or she becomes exposed to new 
experiences and ideas (De Vries, 2001:12). It is on the basis of this motivation that the theory of 
social constructivism is adopted as the theoretical lens for this study (Thornberg, 2008:52). The 
chapter examines the theory of social constructivism in terms of its meaning and core 
assumptions; the chapter also examines the application of the theory to the entire study, that is a 
link to literature review, the methodology and data analysis. Finally a conclusion of the chapter 
is provided.  
 
 
2.2  The social constructivist theory 
 
The general sense of social constructivism is that it is a theory of learning and meaning making. 
Social constructivism assumes the construction of meaning about social phenomena through 
reflecting on multiple realities and experiences derived from social interactions (Thornberg, 
2008:52). Individuals create their own new understandings based on an interaction between what 
they already know and believe and what they learn through experiences and educational 
paradigms (Thornberg, 2009).  For example, in order to understand how school discipline could 
be optimally managed in contemporary schools and later be incorporated with values, it is 
important that educationists and researchers reflect upon the experiences, theories, dimensions, 
and observations on how school discipline manifests and is managed (De Vries, 2012; Street, 
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2009:23). This reflection creates new avenues of thinking and educational strategies for both 
school and classroom management (Palmer, 2005: 1867). The social constructivist theory is 
therefore premised on the idea that schools are “conglomerates of contradictory elements”, 
where educators would “eclectically apply strategies derived from conflicting scientific 
paradigms in order to develop optimal educational programmes that could address school 
problems that hinder educational progress” (DeVries, 2001:15).  
 
 
In other words, the core assumption of the social constructivist theory is that the provision of 
solutions to educational problems is based on scientific research. However this scientific 
research is further based on a study of varied educators’ lived educational experiences, theory 
and paradigms (Atkinson & Housley, 2003:59; Mohapi, 2007:21). From the study of different 
paradigms and experiences, the researcher and educationists distil an own understanding of the 
optimal handling of the educational problem, whether in teaching, learning, classroom 
management and school discipline (Thornberg, 2008:52). To support this above view, De Vries 
asserts that social constructivism is a research paradigm where realities and meaning making are 
social constructions of the mind that enable people to understand educational phenomena as the 
basis from which to derive educational solutions (De Vries, 2001:21).  
 
 
De Vries (2012:108) asserts that with social constructivism, there is a non-reducible pluralist 
world which consists of multiple individual realities influenced by context. Knowledge is 
actively construed through reflective learning and thinking (Thomson & Holland, 2002:115). 
This means that advancing an own definition of a concept would require studying various theory 
and educational experiences in order to draw implications and reflections from observations 
made (De Vries, 2001:6). This is because social constructivism has a long-standing tradition in 
Emmanuel Kant’s synthesis of rationalism and empiricism. In rationalism and empiricism, the 
subject can only develop knowledge by using fundamental built-in cognition principles to 
organize experience (Sinatra, & Pintrich, 2003:12). For example, social constructivism heavily 
emphasizes that rationality, truth and reality must be understood as relative to a specific 
conceptual scheme, theoretical framework, paradigm, and form of life, society, or culture. In 
other words, understanding reality must be theoretically grounded (Piaget, 1995). It is on the 
30 
 
basis of this philosophy that the researcher adopted the grounded theory as the most suitable 
design for data collection, analysis, interpretation and model building for this study.  
 
 
2.3  Application of the social constructivist theory to the study 
  
The social constructivist theory, as the theoretical framework, is used to inform the procedure of 
literature review, the research methodology and data analysis. It is from the assumptions of the 
social constructivist theory that relevance and application to the study is deduced. These 
assumptions and their application to the study are described below.  
1. The first assumption of the social constructivist theory is provided by De Vries (2001). 
According to him, the use of the social constructivist theory to inform educational 
practice and analysis is based on the idea that scientific research on educational 
programmes depends on studies of different educational experiences and paradigms The 
relevance of this assumption is that the conceptualization of the terms: “school 
discipline” and “values” emanates from diverse life experiences, ideology, norms and 
social rules (Roussow, 2003: 413). For example, the values cherished in one particular 
society might be different from those of another society because of differences in thought 
processes, customs, evolution and tolerance to diversity (Thornberg, 2008:53).  Therefore 
different realities and histories will promote different values and meanings of discipline 
(Griffin, 2008:24). As a result, when analysing literature on “values” and “school 
discipline”, the researcher examined their conceptualization from a broader and 
diversified perspective by gathering varied definitions, theories of moral enquiry, 
educational approaches, and dimensions to school life as the basis of advancing multiple 
experiences (Goodman, 2006:39).  
 
2. The second assumption of the social constructivist theory is that the question of how 
knowledge is constructed and meaning derived is by drawing implications grounded in 
educational theory and practice (Piaget, 1995:15). The learner and researcher could reflect 
on lived experiences, then interpret and generalise about these experiences to form 
meaning or mental structures as the basis for learning and discovering new knowledge 
(Guidry, 2008:9). For example in the literature review, the researcher provides his own 
definitions of school discipline, values and the integration of values based upon distilling 
31 
 
relevant aspects and implications from already existing knowledge (Thomson & Holland, 
2002: 107).  
 
 
3. The third assumption is that the social constructivist theory portrays people as 
constructors of their own knowledge through interaction with their own environments 
(Thornberg, 2009). In order to apply this assumption relevantly, the researcher adopted 
the qualitative research design in the research methodology. According to Sengstock 
(2009:22), qualitative research studies emphasize the researcher’s active as well as 
passive participation in the participants’ own worlds as the basis of understanding social 
phenomena.  This could help the researcher to reflect better on social experiences as 
drawn from the participants’ responses (Palmer, 2005:1868). 
 
4. The fourth assumption is that learning and knowledge acquisition happens when 
individuals refine constructs to form theory (Daniels, 2007:60; Denzin, 2004:123). Based 
on this assumption of the social constructivist theory, the researcher adopted the use of 
grounded theory to guide in data collection and data analysis and later on formulated a 
model to guide the optimal integration of values into school discipline (Sengstock, 
2009:34). Grounded theory enables a researcher to construct theory based on empirical 
information gathered (Charmaz, 2006:21; Strauss & Corbin, 1990:43).  
 
5. The fifth assumption is that new knowledge and skills are achieved through confrontation 
among concrete experiences, reflective observation and abstract conceptualization 
(Atkinson & Housley, 2003). Using observation, interviews and document analysis, the 
researcher was able to capture concrete experiences from educators, principals, 
counsellors and learners with regard to management of school discipline. For example, 
Mohapi (2007:12) argues that educators’, learners’ and management’s lived experiences 
are the best tool for devising strategies for better disciplinary management. Most 
educators will borrow strategies of disciplinary management using past experiences; how 
their educators used to treat them as far as disciplining them is concerned.  Reflective 
observation also enabled the researcher to critically review literature from different 
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theoretical paradigms, by distilling meanings, conclusions and implications in the 
literature (Sinatra & Pintrich, 2003:17).  
 
6. The sixth assumption is that one of the core elements of social constructivism is symbolic 
interactionism (Sengstock, 2009: 21). Symbolic interactionism is a theoretical perspective 
that explains human group life and human conduct (Denzin 2004:127), and is based on 
the following three premises: 
a) Human beings act towards things based on the meaning the things have for them; 
 
b) The meaning of such things is derived from the social interaction that the 
individual has with his fellows; 
 
c) The meaning is handled in, and modified through a coding, thematic and 
interpretative process. The researcher strongly applied symbolic interactionism 
using coding as a method of data analysis in grounded theory (Charmaz, 2006; 
Strauss & Corbin, 1990). In this way, the researcher adopted clustering to logically 
advance meaning and logical connections between different participant 
experiences derived from the transcripts. He also drew core and higher categories 
in the empirical data. According to Denzin (2004), symbolic interactionism holds 
that individuals or groups behave and act/interact according to how they interpret 
and give meaning to specific symbols. 
 
Figure 1 shows that social constructivism assumes that the meaning of educational phenomena is 
derived from multiple experiences, realities and constructs (Thornberg, 2008:52). Therefore, 
understanding the key constructs for the present study: “values”, “management of school 
discipline”, and “integrating values with school discipline”; would require gathering multiple 
definitions, approaches, dimensions and theories that give meaning to these concepts (Palmer, 
2005:1855). Literature review would be used to suggest these multiple meanings. It is from these 
varied meanings, relevant aspects and implications that the researcher’s own definition or 
definitions of the concepts are distilled. On the other hand, social constructivism is used to 
inform the research design and data analysis processes for the study (Sengstock, 2009:20).  
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In order to acquire multiple meanings from empirical data, the social constructivist theory relates 
with the grounded theory as a research design and analysis method (Denzin, 2004). This is 
because through the use of grounded theory, the researcher draws multiple implications, 
observations, conclusions and theory from the participants’ own world using coding, clustering 
and reflective observation (Strauss & Corbin, 1990). The final destination of the data analysis 
process is to generate an original theory or model to demonstrate the optimal integration of 
values into management of school discipline. 
 
Figure 1: Linking the social constructivist theory to the study 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: modified from De Vries (2001), Sengstock, 2009 & Thornberg, 2008  
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2.4  Conclusion 
The researcher concludes that there are varied interpretations of the concept of “values” and 
“management of school discipline” which depend on multiple realities, educational paradigms 
and experiences. Each of the varied social constructs is vital in defining the sort of values 
relevant in the promotion and management of positive discipline in schools. But of critical 
importance also is that the society is a global laboratory of conflicting ideas and experiences that 
are critical to shaping values education and management of school discipline. Therefore, using 
the social constructivist theory, the researcher was able to critically review literature on the 
different interpretations of the concepts of values and school discipline. He was also able to 
adopt the social constructivist theory in data analysis and interpretation so as to come up with an 
optimal framework for the study.  
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CHAPTER THREE 
 
 
LITERATURE REVIEW: SCHOOL DISCIPLINE 
 
 
3.1  Introduction  
 
This chapter examines scholarly interpretations of the concept of “school discipline” and the 
“management of school discipline”. Nonetheless, Bryk and Schneider (2002) contend that it is a 
challenge that academics have failed to advance an absolute definition of the term “school 
discipline.” For this reason, the researcher attempts in the chapter, to examine the meaning of 
school discipline from different scholarly submissions, and consequently he comes up with an 
own understanding of the term. The researcher‘s own definition of school discipline later on 
guides the study analysis. The themes of this chapter are: the conceptualization of school 
discipline by different scholars, the meaning of ―management‖, linking management to school 
discipline, and the dimensions of discipline in school life. The chapter ends with a conclusion.  
 
 
 
3.2  Conceptualization of school discipline 
 
Research and educational theory have failed to offer a conclusive definition of the term ―school 
discipline‖. For example, many scholars define school discipline in relative terms. They have 
developed multiple meanings of school discipline to represent different educational orientations 
(Goliath, Goosen, Pretorius, Swat, & Theron, 2007; Thornberg, 2008:52). For instance, the first 
group of scholars suggest that school discipline is punitive sanctioning or retributive justice 
(Lwanga, 2009:17). The second group of scholars describes school discipline as behavioural 
instructions given to learners (Kasibante, 2002; Otten, 2000:40), or the enforcement of school 
rules and regulations (Mohapi, 2007:24). The third group of scholars view school discipline as a 
remediation process or restorative justice that educators convey to the maladjusted learners 
(Joubert & Serakhwane, 2009:126). The fourth group of scholars defines school discipline as the 
process of attaining the educational goals for national development. Below are descriptions of 
these and other conceptions of school discipline. 
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3.2.1  School discipline as punitive sanction or retributive justice  
 
A category of scholars look at school discipline as the process whereby educators administer 
punitive sanctions to the learners who are found guilty of misbehaviour. Some educational 
theorists refer to the punitive sanctions they administer to learners as retributive justice. These 
educators often use corporal punishment to enforce punitive sanctions in order to instil positive 
discipline in the learners (Lwanga, 2009:17; O‘Toole, 2012:41). One example of a corporal 
punishment measure is when educators use of the wooden paddle to flog the deviant learners. 
Historians trace the use of the wooden paddle right from the Victorian era, in the Scottish 
education system of Great Britain, as far back as 1872. The wooden paddle was used by the 
British schoolmasters to inculcate positive discipline in the stubborn learners (Wienar, 2006). In 
many patriarchal African societies, parents and elders would also use the wooden paddle to 
discipline the naughty child. The parents and elders would teach children to be obedient using 
punitive (custodial) methods such as chastisement and caning (Sekakozi, 2010; Ssemuwemba, 
2008). Other forms of punitive sanctions that are used by educators in schools, apart from 
corporal punishment, include the administration of manual labour, suspension and expulsion 
from school (Musaazi, 2007:44).  
 
 
Educators who enforce manual labour in school may do so in order to caution indisciplined 
learners never to repeat the disruptive act. However, many people might take the use of 
suspensions and expulsions as extremely harsh disciplinary methods (Neville, 2002:74). In the 
case of expulsion, some people might criticize the act of indefinitely sending a disobedient 
learner back home because the school is fed up of this learner‘s errant behaviour (Stegall, 2003). 
Some learners need to be corrected by school authority before the school‘s management passes 
judgment to expel these learners because every learner has a chance to repent (Retallick & Farah, 
2005:74). In the case of suspending naughty learners, the school authority makes a temporary 
decision to send back the child home until the same authority passes the final verdict. 
Researchers and educationists have sometimes assumed that when educators use punitive 
sanctions to correct learners‘ behaviour, these educators might hasten self-correction of the 
disruptive tendencies in learners. Punitive sanctioning levies harsh treatment towards the 
disruptive learners in the hope of gaining quick compliance (Oosthuizen, Wolhuter & Du Toit, 
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2003b:465). Those who believe in the above view assume that children are naturally bad, 
necessitating the educator to be coercive in order to persuade children to behave in a positive 
manner (Dzivhani, 2000:18).  
 
 
At times educators enforce punitive sanctions in order to separate the wicked learners from the 
virtuous ones (Clifford, 2001:20). The educator‘s intention of punitive sanctioning of learners is 
usually meant to denounce the latter‘s wrong-doings, consequently preventing the school-
community from the erosion of its fundamental moral principles (Strahan & Layell, 2006:147). 
The learner, as the recipient of the punishment, might acknowledge culpability from the educator 
and also feel remorseful after the sanction (Ngubane, 2009:49). The learner that has just received 
punitive sanctions from the educator might, afterwards, decide to behave uprightly (Goodman, 
2006:14). In other words, educational practitioners assume that punitive sanctioning of disruptive 
learners is a form of retributive justice which might foster self-discipline in the learners if 
systematically and rightly enforced by educators (Van Wyk, 2001a: 89).  
 
 
 
 
However, it is sometimes erroneous to assume that administering corporal punishment (as one of 
the punitive sanctions) automatically leads to self-discipline (Northmore & Potterton, 2003:13). 
Infact experience from educators and researchers has shown that corporal punishment of leaners 
sometimes ignites more indiscipline (Sugai, Horner, & Gresham, 2002:320). For example, the 
act of beating or flogging disruptive learners sometimes manifests itself as an inhuman treatment 
rather than the solution to ensure self-discipline in learners (Mohapi, 2007:5). Corporal 
punishment in any form might cause physical injury, pain, and torture to the learners, which 
could cost the school dearly. As a result, many countries have passed laws condemning corporal 
punishment in schools (Fabelo, Thompson, & Plotkin, 2011:9; Zhao, 2011: 29).  
 
 
There are also possibilities that some learners may be intimidated by educators who tend to use 
corporal punishment (Du Plessis & Loock, 2007: 10; Oosthuizen, Wolhuter, & Du Toit, 
2003:457). As a result, the process of disciplining learners becomes a castigation and retaliation 
measure other than the assurance of positive correction of the wrongdoer (Fenstermacher, 
2001:640; Oosthuizen, 2009:55; Oosthuizen et al., 2003b:469-470; Osher, Morrison, & Bailey, 
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2003: 79). There are also cases when learners resist the punitive sanctions by resorting to 
violence and other confrontational measures (Mathukhwane, 2007:27; Sekakozi, 2010: 63). For 
example, Sekamwa (2006:28) contends that some disgruntled learners might want to resist the 
extensive torments from their educators by engineering school strikes. Strikes, in this logic, are 
used as scapegoats to save their (learners) souls from the regular battering they receive from the 
school administrators.  
 
 
3.2.2  School discipline as remediation 
  
Researchers and theorists, at times, define school discipline as a process of remediation (Joubert 
& Serakhwane, 2009:125; Oosthuizen, 2009:55). During remediation, learners‘ conduct could be 
improved upon if counsellors and educators foster empathy and arbitration, as well as 
constructive dialogue with the learners (Fullan, 2003:80; Oosthuizen, 2009:55). In some ideal 
cases, educationists assume that the end-result of remediation is the transformation and 
rehabilitation of juvenile offenders never to repeat the misbehaviour (Bazemore & Schiff, 2005; 
Bazemore & Walgrave, 2001:21; Bryk & Schneider, 2002:17; Claassen & Claassen, 2008). 
Remediation is assumed to involve a give and take process on the part of the learner (the 
receiver) and the educator (the mediator).  
 
 
In particular circumstances however, this process of give and take in remediation is intended to 
create harmony and mutual co-existence between the arbiter (educator) and the receiver 
(learner), with a view to reaching a positive compromise (Lentz,2011:124). The facilitator/arbiter 
may become part of the resolution process in case he or she assists the participants (learners) in 
developing guidelines, goals, and values for the discussion/dialogue (Zhao, 2011:6). The process 
is assumed to be a humanistic disciplinary process (Maicibi, 2005:4), that might be appropriated 
through programmes such as counselling and guidance, mentoring and coaching (Van der Walt 
& Oosthuizen, 2007:320-337). During remediation, Oosthuizen, Roux and Van der Walt 
(2003a:377) say, reconciliation and positive acceptance are the dominant forms of disciplinary 
relationships prevailing between educators and learners (Gerry & Van Ness, 2007:43; Joshi, 
2003:2).   
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It is assumed that through remediation, the learner will in the long run see the benefits of positive 
behaviour gained through a remedial process. For example when the educator provides counsel 
and the learner listens and picks the message, the benefits of positive behaviour are likely to be 
realised. Nwosu (2000:153) argues that the outcome of a remedial interaction between the 
educator and learner is sometimes the creation of a harmonious bond between the two for the 
purpose of exchanging useful information and ideas as they come to a positive consensus to 
change behaviour for the better. As a psychological encounter, research still indicates that 
remediation might involve a prior understanding of the psychological factors affecting learner 
behaviour (Kibuuka, 1998:42; Mohapi, 2007: 21; Malmgren, Trevek, & Paul, 2005: 36). When a 
learner becomes indisciplined, it is the role of the school authority to create an environment that 
will bring the learner to self-discipline (Lentz, 2011:165). Through remediation therefore, an 
offender‘s moral compass may be calibrated through mutual understanding (Gerry & Van Ness, 
2007). Consequently, the mediator might look towards repairing the harm that has resulted from 
the offending behaviour from the disruptive learner (Begay, 2011; Friedman, 2008).  
 
 
 
However the weakness of remediation is that it might, at times, be useless for educators to use 
humanistic approaches to control the behaviours of some extremely obstinate learners (Amstutz 
& Mullet, 2005; Elmore, 2002:3). At times learners need constant reprisal from the educator so 
as to ensure their repeated self-correction. There may be instances when some of the learners‘ 
disturbing behaviours are so serious to the extent that they might require high level sanctioning 
in order to control them (Vogel, Seaberry, & Kelley, 2003:33). It therefore becomes irrelevant 
for educators to summon these learners for a counselling session, just as it is for educators to 
think that disciplinary management is always a psychological encounter with learners.  
 
 
Not all learners that engage in school crime and any other forms of disruptive behaviour could 
have psychological problems and thus need counselling and mentoring from school authority 
(Mukhumo, 2002:54). Some behavioural stimuli are genetically acquired, and others are 
environmentally generated (Kibuuka, 1998:55; Mohapi, 2007:44).  
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3.2.3  School discipline as behavioural instruction 
 
Particular scholars define school discipline as the giving of behavioural instructions to learners in 
order to produce an upright person (Genza, 2008:6; Kasibante, 2002). Such behavioural 
instructions could be in the form of career sessions, classroom instruction, and behavioural talks 
given to learners by the school authority (Joubert & Serakhwane, 2009:126; Otten, 2000:40). 
Along these lines, educators‘ attempts to curb the immoral behaviour might require then to 
discourage bad learner behaviour by the use of massive communication and behavioural 
sensitization campaigns (Mahlomaholo & Francis, 2011: 295). Lwanga (2011:43), for example, 
argues that when the missionaries came to Uganda in 1877 and 1879 at the invitation of King 
Muteesa I (1856-1884), they brought with them formal schooling that partially provided the 
moral and spiritual instructions to the catechumenates (learners). These instructions were 
intended to induce good conduct.  
 
However in some cases today, there is a tendency for some school authority to emphasize 
positive behaviour change in learners while losing grip of imparting academic skills (Nassozi, 
2010:15). Academics are supposed to develop the cognitive potential of learners in addition to 
developing the affective and psychomotor domains. The cognitive development of learners might 
be one of the ways of enhancing positive learner behaviour (Mohapi, 2007:40). For instance, 
educators might use academics to mentally refine learners‘ behaviour by imparting in them 
knowledge and skills for the latter‘s positive transformation and reformation (Conoley & 
Goldstein, 2004: 22). From this argument, some cognitivists have insisted that the development 
of the mind is the foundation for sustaining positive learner discipline (Malmgren et al., 2005: 
38). When children go to school, parents would expect them to acquire wisdom and knowledge 
from the educators in the hope that these children would later become disciplined and civilized 
members of society (Van Wyk, 2001a:87). 
 
Therefore school authority should not ignore academic achievement in the pursuance of moral 
instruction in schools (Shen, 2009). Nevertheless, being educated or an academically sound 
person may not always be synonymous with the possession of good conduct and positive 
discipline. Some people, for instance, may have acquired high academic credentials but might 
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not be disciplined (Frels, 1990:210). For example a portion of Uganda‘s educated, professional, 
and academically sound public servants might be highly corrupt because they lack a sound moral 
fibre for the reason that educators never developed this moral fibre during their school days 
(Nsereko, 2001:69). Educational institutions, in pluralistic societies, must balance between 
providing moral principles and academic growth to the learners as the basis of sound discipline 
and good school leadership (Sergiovanni, 1994:12). Educational institutions are expected to 
balance between imparting to the learners elements of religious/moral ethics and secular ethics 
(Du Preez & Roux, 2008:85; Waghid, 2003:45).  
 
3.2.4 School discipline as the administration of rules and regulations 
 
Some educators define school discipline as the enforcement of the rules and regulations to 
positively change learners‘ conduct (Roussow, 2003:430). The rules may relate to what is learnt 
in class, for example the rules of grammar. In another respect, educators may draw rules from the 
methods of learning, for example the rules of practice and training. In other instances, educators 
may describe rules in general terms like silence in class and being punctual. Arguing with an 
educator is always condemned because it is an indication of discourteous behaviour (Goliath et 
al., 2007). Tardiness and talking in class are assumed to be disruptive and disrespectful. Learners 
are also expected to obey the dressing code and restrict food to the cafeteria without further 
instrumental justification. To scholars in this category, rules encourage restraint and lead to 
arbitrary submission (Sprague & Golly, 2004:112).   
 
 
Discipline, in this sense, is a very general notion that is connected to the idea of learners 
conforming to school rules (Goodman, 2006:174). The educators‘ emphasis on school rules and 
regulations is supposed to enable schools to maintain positive discipline and aid intellectual 
growth in the learners (Joshi, 2003:2). To scholars in this group, discipline is a process where 
educators enable learners to get orderly and organized as they focus on academic success (Du 
Preez, 2003: 13; Lessing & Dreyer, 2007:123). For instance, the rules about punctuality in class, 
being time conscious, and orderliness in class are intended to foster academic discipline in the 
learners (Oyesola, 2002:128). When educators provide school rules and regulations, these rules 
and regulations are supposed to evolve a tide of legislative reforms against a backdrop of 
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learners‘ waning conduct (Gray, 2002:57). These school rules and regulations ensure the 
maintenance of order in the learners through emphasizing the ‗Dos and Don’ts in school life 
(Nesbit, 2001:35; Vogel, Seaberry & Kelley, 2003:38). Particular scholars assume that school 
rules and regulations could be instruments of the binding authority set by educators. The view of 
these educators is that rules and regulations are self-regulatory measures put in place by 
educators to ensure that learners abide by them in order to create sound discipline in the school 
and in the classroom (Drucker, 2003:11; Dzivhani, 2000:18; Wilson, 2002: 16).  
 
However, there are scholars who argue that school rules and regulations may not always lead to 
positive learner discipline (Watson & Battistich, 2006:269). In some schools, rules and 
regulations could be so weak, fragile, and passive for the reason that some of the enforcers of 
these rules may lack the authoritative thrust to enforce immediate compliancy by the learners 
(Coetzee, 2005:2). Kvalsund (2004:350) has lamented that if educators are not persuasive 
enough to push for strong measures of control, many school rules and regulations might remain a 
symbol of a ―backing dog that does not bite‖. And when school rules and regulations are too 
harsh, some educators assume that these rules and regulations may trigger the desperate learners 
to resort to violence (Wolhuter & Middleton, 2007: 377). Rules should therefore not be too soft 
or too harsh, as well as being too passive, if they are to be effective in maintaining positive 
learner discipline (Oosthuizen et al., 2003a:378).  
 
 
 
 
More still, there are instances when school rules might be too precise when there is necessity for 
detail. For instance, when educators fail to use school rules to specify that a learner is not 
supposed to go out of the school premises without permission, and a learner is victimized by 
expulsion on this accord; there might crop up a big question of legal negligence to that effect 
(O‘Toole, 2012:60). Therefore, educators should make the school rules and regulations as 
comprehensive enough as possible in order to allow room for their strong impact on schools 
(Fenstermacher, 2001:640). Secondly, school rules cannot stand alone to guard learners from 
being delinquents, unless the enforcement of these rules is collectively complemented by support 
from educators, prefects, parents and the school management.  
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3.2.5 School discipline as the attainment of the goals of national development 
 
It is from time to time assumed that school discipline is the process of educating learners to meet 
the goals of national development (Bear, 2009). To scholars in this category, school discipline 
goes beyond looking at learning as mere behavioural instruction, enhancing academic 
excellence, punishment, and conforming to rules and regulations. It extends to the preparation of 
the learners to participate in national development (Government White Paper, 1993:7; Newman, 
2003:40). Education for national development aims at preparing learners for life challenges and 
to ably fit into society to contribute to its positive change (Dewey, 2011:9). This process of 
preparing learners for life challenges partly requires implementing universal education in schools 
(Gaido, 2005). Schools today face serious challenges of learners who are entrepreneurially 
dysfunctional. This is because schooling has not transformed these learners into creative and 
innovative people who are able to handle their economic and social challenges (Furlong, 1991). 
Therefore, education for national development focuses, on the one part, on the economic goals 
and on the other part, on the social goals of development (Nkata, 2005:17).   
 
 
However, education must emphasize school discipline as a pre-condition for learning (Mohapi, 
2007:6). School discipline supports national development goals (Leatham, 2005:65) when it aids 
educators to effectively pass on knowledge and skills (using the curriculum) to the learners, who 
later utilize it in the economic development of societies and their personal welfare (Harrison, 
2007:17). Through the provision of a disciplined school environment to support lucrative 
learning, educators are able to pass onto the learners knowledge and skills, which will later aid 
learners to acquire professional growth, skills and creativity to utilize in improving their welfare 
standards in future (Conference on African Education, 2006:4; Doyle, 2006:201).  
 
 
 
 
The social goals of education for national development could refer to education for citizenship 
building (Nsereko, 2001:70). In enforcing discipline, schools should not only produce products 
that will work in industries but also produce patriots and cultured members of society (Tillman & 
Colomina, 2000:6). Thus, school discipline could be partly termed as a practice where educators 
regulate the learners in preparation to become respectful societal members (Kiwanuka, 
2001:287). Educators achieve this in case the school‘s disciplinary programme emphasizes good 
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social behaviour and the fusion of life skills and principles into the learners. It could also mean 
that the educator has identified essential patterns of educational experiences that could be critical 
to building the learners‘ helpful competencies in order to better achieve positivity in later life 
(Ssebwuufu, 2006:150). This could be done, for example, when educators are teaching 
innovation and creativity, instruction in vocational disciplines and entrepreneurship to the 
learners (Mncube, 2008:11). In the indigenous African society for instance, Sekamwa (2000a: 
11) argues that the family unit was the principle source of informal learning and discipline. The 
parents, through sex-role play, were enabled to convey good culture, skills and constructive 
behaviour to the young people (learners) to help them in life after home.  
 
 
Furthermore, Leatham (2005:65) argues that school discipline, now and then, generates 
mechanisms that uphold a sense of decency and civilization if educators refine it through the 
public-school partnership. Through the public-school partnership, there is an affirmative 
interaction between school management and community representatives such as parents, local 
leaders, and members of the schools‘ policy making organs. These stakeholders converge to 
devise means of helping learners to ably fit into the changing society (Mncube, 2005:78). 
However, the weakness of this encounter is for educators to over-emphasize universalism at the 
expense of behavioural instructions, enforcing rules and regulations, and finally promoting 
academic excellence for the learners. A compromise should therefore be reached between school 
authority and external stakeholders mandating schools to play their roles of adequately ensuring 
that learners are suitable for the changing society (Maicibi, 2005:44).   
 
 
 
3.2.6 The researcher’s own definition of school discipline 
 
Volumes of literature define school discipline as punitive sanctions, remediation, enforcement of 
rules and regulations, behavioural instruction and preparation of learners for the goals of national 
development (Bear, 2005:316; Sajjadi, 2007:137).  However, the researcher argues that for any 
definition to be useful, it must be relevant to the present study. It is from this standpoint that he 
filters relevant aspects out of the many definitions of school discipline. 
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3.2.6.1  Relevant aspects from the definitions of school discipline as gained from 
literature 
 
1. The definitions of the term school discipline as laid down in the literature appropriately 
indicate that it is a self-corrective measure which educators pass onto the learners. In the 
same spirit, educators integrate values into teaching to bring about self-correction in the 
learners (Stika, 2012:23). Because the central theme of this study is to examine how 
values are optimally integrated into school discipline, ensuring values of self-correction is 
a logical end-result.  
 
2. The literature on the definitions of school discipline further indicates that positive school 
discipline could be strengthened by educationists through remediation processes in order 
to develop in learners the values of empathy (Zhao, 2011). Nonetheless, empathy is a 
personality-value that learners might acquire when they obtain positive discipline.  
 
3. At times for educators to ensure positive school discipline they might be required to take 
a full grip on academic instruction so as to enforce academic values through the 
curriculum. The curriculum works partly as a moral instructional tool (Genza, 2008; 
Kasibante, 2002). It is presumed that educators might not engage in imparting a set of 
values without an equal emphasis on academic values. The provision of moral and 
academic instruction to learners by educators goes hand in hand in order to guarantee 
positive school discipline (Nassozi, 2010).  
 
4. Volumes of literature further emphasize that school discipline is the enforcement of rules 
and regulations by educators. The rules and regulations act as moral principles (moral 
values) that might clearly regulate human behaviour (Watson, Swain, & McRobbie, 
2004:43). 
 
5. School discipline is, sometimes, referred to as the process of preparing the learners to 
meet the goals of national development. The relevance of this definition is that some 
universal values could be integrated into schools in order to ensure positive discipline. It 
is, on particular occasions, assumed that schools aim at preparing humanity to face life 
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challenges through acquiring lifelong learning (Mordechai, 2009:55). In some instances 
therefore, when emphasizing positive discipline educators could concentrate on values 
that focus on preparing learners for life challenges and national development goals 
(Mordechai & O‘Brien, 2007:113). 
 
 
From the above analysis therefore, the researcher defines school discipline as a process of self-
correction and instilling empathy in learners through academic and moral instruction in moral, 
social and universal values whose assumed aim is to prepare learners for lifelong learning and 
national development.  
 
3.3 The concept of management 
 
In this section, the researcher considers the questions, ‗What is management?’ How is 
management applicable to school discipline?  
 
 
3.3.1  What is management? 
 
Management is a broad term essential for the success of an organization‘s operations (Musaazi, 
2006:93). The concept of management is regarded by researchers and theorists as effective 
supervision, which consists of sub-components such as planning and leadership used by the 
managers to facilitate the achievement of the organizational goals and objectives (Mullins, 
2005:67). In a school context, supervision means leading the process of guiding, monitoring and 
evaluating of the school programme implementation process (Passi, 2006:55). There are key 
actors responsible for supervision of school programmes like ensuring that learners maintain 
positive discipline in school, and these actors could include the School Governing Body (SGB), 
the parents, the school principal and top management, the educator, prefects and the learner 
(Baguma, 2000:84).  
 
For example as a supreme policy making body, the SGB may participate in school supervision 
through designing policy on school discipline, and giving the principal the authority to 
implement such policy (cf.guiding). The principal, top management and the educator could 
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closely supervise how policy is implemented through performance reporting, meetings, work 
plans and enforcement activities (cf. monitoring) such as participation in behavioural instruction 
and administering sanctions. The evaluation of the educator may be done at the end of the school 
year, or end of the school term, using examinations and tests, and educator‘s performance 
evaluation forms. The outcomes from all these stages (cf. guiding, monitoring and evaluation) 
would be to determine the overall performance of the school in terms of academic and financial 
performance as well as learners‘ discipline (cf. the goals and objectives of the school 
organization).  
 
Additionally, school authority could deliver effective management through establishing good 
leadership and planning (Musaazi, 2006:10). The concept of leadership is a school function 
which comprises of the administrative activities that ensure effective influence, legitimate power 
and control upon the leader onto the led (Nsubuga, 2008:14). For example a leader with 
influence has leadership styles (cf. charismatic, authoritative, transformational, transactional, and 
democratic) and people believe in him or her as their leader (Oyetunyi, 2006:31). There could 
also be the possession of legitimate power through a legal and substantive appointment from the 
Ministry of Education and Sports (MoES), or from the School Governing Body (SGB) of a 
person of either the principal or top manager in the school. Finally, a leader could have authority 
measured in terms of his or her level of expertise, and professionalism (in terms of qualifications, 
management competencies, and experience). This measure may grant a leader the impetus to 
place himself or herself in a leadership position, if he or she passes the test.  
 
A planning role of management refers to the concept of organizing, which is about arranging and 
putting in order items or programmes for better learner performance (Musaazi, 2006:91; Passi, 
2006:44). For example in a school setting, organizing could occur in activities that facilitate 
quality performance such as the existence and implementation of a strategic plan, educators 
following a yearly planner, respecting the organogram and job/reporting structure, following the 
weekly duty roster, conducting meetings, teaching, counselling, and participation in co-curricular 
activities. Planning also refers to educators setting up activities likely to achieve school 
objectives and implementing, monitoring and evaluating these activities (Ogunsaju, 2002:4). 
Implementation refers to the personnel (cf. non-teaching staff, educators, learners, prefects and 
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the school principal), plus the professional roles of each person used to implement the school‘s 
objectives such as its mission and vision. Monitoring and evaluation refer to the supervisory 
roles of each person in the school and the reports about their compliance with work standards. 
This is why Ogunsaju (2002:3) defines management as the organization and mobilization of all 
human resources in the school for the achievement of identified school objectives. It is the 
responsibility of management to mobilize all these people for effective achievement of the 
school mission and vision. Management is also about the organization of material resources to 
achieve the mission of the school (Muijis & Harris, 2003:439; Ogunsaju, 2002).  
 
Material resources refer to aspects that facilitate activity implementation such as money (in form 
of tuition fees), and non-monetary resources like furniture, buildings, and land where the school 
is located. The duty of management is to ensure maximum utilization of these resources, so as to 
achieve the mission statement of the school. In conclusion therefore, the basic framework within 
which the relevance of the concept of management could be traced in schools is when 
educational stakeholders lead in planning, supervision, monitoring, evaluation, setting up 
programmes for enforcement of discipline and enforcing it. Finally these educational 
stakeholders need to offer leadership in order to influence decision making in the entire process.   
 
 
3.3.2  Linking management to school discipline 
 
The question here is, “How is management applicable to school discipline?” Learner discipline 
is one of the activities that educators implement in schools using management functions such as 
planning, supervising and leadership. Some scholars seem to suggest that without planning, 
supervising and leadership in schools; positive discipline may not be realized among learners. 
For example, Nassozi (2010:1) argues that although educators play a significant role in 
management of school discipline in Uganda, unfortunately many of them fail to adequately play 
this function in the schools‘ pedagogical aspects because of their poor supervisory, leadership 
and planning roles. Quayson (2008:431) also comments that when indiscipline manifests in 
schools, it implies that the educators‘ supervisory, planning, and leadership roles are being 
compromised. The concept of management could also refer to a situation when school authority 
offer leadership by being charismatic, authoritative, transactional, innovative, inspirational and 
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democratic leaders in order to enforce positive discipline (Nsubuga, 2008). Finally, management 
might also refer to planning in order to establish the goals of preserving positive discipline, 
enforcing such discipline, and evaluating the conduct of learners at the end of the day (Musaazi, 
2006:99; Ogunsaju, 2002:1).  
 
 
3.3.2.1   Approaches to management of school discipline 
 
Researchers and theorists have practically assumed that the Ecological Approach to Classroom 
Management (EACM), the School-Wide Positive Behavioural Supports (SWPBS), and the 
School Emotional Learning (SEL) are vital approaches in the management of school discipline.  
 
 
a) The Ecological Approach to Classroom Management (EACM) 
 
This approach has its roots in educational management. The Ecological Approach to Classroom 
Management (EACM) examines the idea that schools sometimes may face a number of 
discipline challenges which are assumed to interfere with learning and cause disruptive 
behaviour. Therefore, educators need to comprehensively understand such challenges in order to 
provide means to address them. Kendziora and Osher (2009:122) argue that disruptive school 
behaviour might contribute to educator burnout; whereby indisciplined learners might fail to 
meet their academic obligations when they lack concentration, possess aggressive behaviour and 
lack of order especially in the classroom. In other words, the EACM approach focuses on factors 
that lead to the disruption of classroom management (Ogunsaju, 2002). Failure to deal 
effectively with the learners‘ lack of concentration, their aggressive behaviour and lack of order 
might contribute to poor individual, school, and community outcomes (Conoley & Goldstein, 
2004:103).  
 
Through the Ecological Approach to Classroom Management (EACM) therefore, school 
management might focus on improving the efficacy and power of classroom activities in which 
learners participate (Doyle, 2006:100). In the EACM approach to managing school discipline, 
the educator‘s core management task is to interface with and maintain learners‘ cooperation in 
the programmes that organize and shape classroom life (Mohapi, 2007). The educator might 
sometimes accomplish this by defining behavioural activity segments to the learners in the 
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classroom. Literature clearly indicates therefore that the EACM approach to management of 
school discipline concentrates on those disciplinary aspects that are generated in the classroom 
environment, implying that an understanding of school discipline should partly target what 
behaviours manifest in the classroom (Cavalier & Manning, 2005; Mohapi, 2007:15). 
 
In the EACM approach, the educator introduces behavioural activity segments to the classroom 
by inviting and socializing learners to participate, monitor, and adjust their enactment over time. 
This task is said to be collaborative because the educator and learners jointly construct classroom 
behaviour and order (Durlak, Taylor, Kawashima, Pachan, Du Pre, & Celio, 2007:269). For 
example, educators might introduce moral instruction as a classroom activity which might foster 
self-correction in learners. However, the difficulty of this task is related to the complexity of the 
moral activities an educator is trying to bring to the attention of the class. For example, some 
classroom disciplines might be religious in nature and are introduced to a largely secular class. 
The modus with which the educators might introduce these disciplines to the secular learners 
may be rather conservative, lacking objectivity and rationality. This defines the complexity of 
the subjects (Carr, Dunlap, Horner, Keel, Turnbull, & Sailor, 2002:16).  
 
The number of learners in a class might be overwhelmingly huge and could constrain time. For 
example under the Universal Primary Education (UPE) and Universal Secondary Education 
(USE) programmes adopted by the government of Uganda, educators tend to encounter large 
classes which restrain their ability to monitor all the work assigned to learners and to ably 
address all the intellectual demands of each learner. Universalization of education is intended to 
increase massive enrolments with a view to ensure massive literacy among the economically 
poor and marginalized groups (Namirembe, 2005:6). Large classes could also constrain the 
ability and willingness of learners to engage in constructive classroom behavioural activities that 
address each learner‘s individual and mental problem (Doyle, 2006:103). 
 
Management of classroom discipline is an enterprise where educators create conditions for 
learner involvement in curricular events and behavioural instruction (Retallick & Farah, 2005). 
Educators‘ attention is thus focused on the classroom group and on the direction, energy, and 
flow of activity segments that organize and guide collective action in such groups (Doyle, 2006). 
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The educator‘ emphasis could also be on cooperation, engagement, and motivation of the 
learners, to ensure that these learners comply with aspects of positive behaviour. Therefore, an 
ecological approach to classroom management can deal with school discipline when school 
management and educators increase the strength and the quality of behavioural classroom 
activities. Chapter five further examines the above view from the perspective of the pedagogical 
function, as one of the avenues through which values could be optimally integrated into school 
discipline.  
 
Embedded in this approach is the premise that participating in well-managed classroom activities 
encourages self-discipline whereby educators get a chance to teach learners about what is 
morally possible and of value through coordinated action (Watson, Swain, & McRobbie, 
2004:26). In addition, the EACM approach provides the essential conditions that permit values 
such as caring, support, clear expectations, and guidance to ease the fostering of healthy learner 
development and motivation (Coetzee, 2005:83). For example, all learners are jointly involved in 
discovering their personalities and how best they could mould these personalities to suit 
desirable human behaviour. The educator acts as a mentor; a guide who uses his or her lived 
experiences to correct learner behaviour where necessary (Mohapi, 2007:48).  
 
 
b) The School-Wide Positive Behavioural Support (SWPBS) approach 
 
This approach is both an educational management and educational psychology system. 
Educationists and researchers assume that the School-Wide Positive Behavioural Supports 
(SWPBS) approach aims at decreasing problem behaviour in schools and classrooms and 
develops integrated systems of support for learners at the school-wide, classroom, and individual 
learner (including family) levels (Sprague & Golly, 2004:70). The SWPBS approach to 
management of school discipline examines the hypothesis that when educators actively teach and 
reward positive behaviours, academic effort will improve and educators will ably reduce serious 
learner behavioural problems hence improving the school‘s overall climate (Sugai, Horner, & 
Gresham, 2002:344).  
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Practically, the School-Wide Positive Behavioural Support (SWPBS) approach may involve 
branding multiple school programmes with various social and emotional learning strategies. For 
example, educators could arrange learner conferences in which they may target the improvement 
of the learners‘ social life, leadership potentials, and emotional experiences (Sergiovanni, 
2000:18). In most Ugandan schools, educators usually schedule such conferences (in form of 
school assemblies) to occur on Monday mornings at the beginning of every week and on Friday 
evenings at the closure of every week. In these conferences, the school principal dialogues with 
the learners on vast subjects relating to their social, psychological and academic life experiences. 
Other such conferences are at times organized by the school counsellors in some schools where 
such programming takes place (Kasibante, 2001:118). These social and emotional learning 
conferences are assumed to describe ways of reducing problem behaviour in the hope of 
increasing positive behaviour (Leithwood, Karen, Anderson & Wahlstrom, 2004).  
 
The Positive Behavioural Support (PBS) emphasized through such conferences tends to have 
roots in behavioural theory (Kibuuka, 1998). For example, the school principal and educators 
may exploit child behaviour through enunciating varied lived experiences explained by the 
home, school, and society factors. This behavioural analysis is assumed to point out that, 
learners‘ discipline is a condition generated from environmental concerns. For example, 
educators might encourage learners to study hard in order to address their severe behavioural 
problems (Carr, 2003:20). Such encouragement is organized around the theme of prevention, 
which involves defining and teaching a common set of positive behavioural expectations picked 
from home, the society, and school. It may also involve educators acknowledging and rewarding 
expected learner behaviour and re-teaching alternative behaviours during the classroom and co-
curricular activities.  
 
The School-Wide Positive Behavioural Support (SWPBS) approach to management of school 
discipline might also provide regularly scheduled classroom instruction based on topics on social 
behaviour. As part of these SWPBS topics, educators might offer effective motivational systems 
to encourage learners to behave appropriately (Haddard, Carnoy, Rinaldi & Regel, 1990). 
Educators could develop classroom-level and school-level rules and reinforcement systems 
consistent with the School-wide plan. Under the SWPBS approach, school authority also 
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regularly gathers data on patterns of problem behaviour and then summarizes and presents it in 
staff meetings to support decision-making. The data on patterns of problem behaviour is assumed 
to include learner behaviour analysis which assesses behavioural challenges to give educators a 
basis to design effective and efficient procedures for correcting these problem behaviours, in 
conjunction with learner-centred and family-centred planning. Internationally, evidence suggests 
that SWPBS could prevent many of the problems that arise in school settings.  
 
Studies employing the above-described school-wide behaviour management components have 
documented reductions in antisocial behaviour, vandalism, and aggression (McNeely & Falci, 
2004). For example some studies have shown up to 50 per cent reductions in discipline referrals 
over a three-year period (Howard, 2001:189). In an experimental trial study randomized at the 
school-level, Bradshaw, Mitchell and Leaf (2009:33) found out that learners in SWPBS schools 
were 35 per cent less likely to be sent to the principal‘s office on matters of behavioural 
problems. Again, school staff reported improved staff affiliation and organizational health in 
SWPBS schools (Bradshaw, Mitchell, & Leaf, 2009:38). Staff had improved perceptions of 
school safety whenever educators used the SWPBS approach to reduce problem behaviours in 
learners.  
 
Basing on the above analysis, the School-Wide Positive Behavioural Support (SWPBS) approach 
registers positive results relating to reductions in learners‘ misbehaviour in schools. However, 
one of the weaknesses of the studies that acknowledge use of the SWPBS is that scholars based 
their findings on observations and experiments they conducted in USA schools. More still, the 
issue of educators recording behavioural data partly presents the inapplicability of the SWPBS 
approach to management of school discipline in the Ugandan context. The biggest problem 
facing educational progress in Uganda is that the managers of educational settings sometimes do 
not keep detailed and organized documentation, data and statistics relating to school discipline.  
 
 
c) The School Emotional Learning (SEL) approach to self-discipline 
 
The School Emotional Learning (SEL) approach is rooted in educational psychology since it 
evolved from psychological  research on prevention and resilience (Greef, 2005), as well as 
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research on youth development (Gergen, 2001:112) and positive psychology (Garnstein, Putnam, 
Lance, Iddins, Waits, & Lee, 2011:190). The SEL approach mainly concentrates on building 
capacities for learning such as integrating cognition into behaviour (the social-cognitive theory), 
information processing and problem solving, self-control, connectedness and character education 
(Berkowitz, 2002:63).   
 
The School Emotional Learning (SEL) approach to management of school discipline aims at 
developing self-discipline in learners, with educators using it to develop learners‘ qualities 
related to their social, emotional, cognitive, health and moral development (Berkowitz & Bier, 
2004:80). Nevertheless, educators develop these individual qualities using curriculum 
instruction, mentoring and counselling sessions (Schermerhorn, Hunt, & Osborn, 2000:32). 
Consequently, the proximal goals of SEL programmes are to ensure the development of self-
awareness and self-management in individual learners. Educators use the same proximal goals of 
SEL to promote social awareness, relationship skills, and responsible decision-making, which 
provide learners with a strong foundation for more positive social behaviour, fewer conduct 
problems and improved academic performance (Berkowitz, 2002).  
 
Practically, the SEL approach to management of school discipline helps educators and principals 
to develop the social and emotional capacities of individual learners using character education 
programmes. These programmes include instructions on responsible decision-making, moral 
reasoning and the capacity to exhibit such qualities as self-respect, resilience, and bonding with 
others, resolving conflicts appropriately, caring, and self-understanding (Bergmann & Ridlin, 
2000:23). When implemented in schools, nearly all SEL programmes are conducted through the 
pedagogical and the character education functions. This means that the educator is quite central 
to management of school discipline since he or she is the professional mentor who facilitates 
learning with knowledge and skills (Kendziora & Osher, 2009:33).  
 
 
The relevance of this approach is that it facilitates positive discipline through a comprehensive 
programme where the educator could be employed to teach social interaction skills and values 
with the aim of fostering emotional and moral development of learners (Dishion & Dodge, 
2005:399). In addition, the SEL approach includes a home–school component to generalize the 
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skills taught in the classroom. However, in Ugandan schools such practical elements of the SEL 
approach are still lacking. There is no time to provide for planned opportunities for the learners 
to apply, practice, and further develop their social, emotional, and moral competencies through 
service learning, classroom meetings, and cooperative learning activities (Dishion, Dodge, & 
Lansford, 2006:366). This is because Uganda‘s curriculum is highly examination-centred that it 
requires educators to spend more time on grilling learners into those aspects that are rather 
examinable and not those for career and moral development. Another common feature of the 
SEL is that it is a supportive educator–learner approach which educators use to correct behaviour 
problems in the learners (Dorner, 2006:46). 
 
In a nutshell, management of school discipline requires the involvement of educators, principals, 
the community and learners themselves in a series of efforts. Such efforts are those geared 
towards improving learners‘ discipline in the classroom and school environments. Through 
effective supervision, planning and leadership, such efforts could be propelled. There are also 
three approaches used to manage school discipline and these are the Ecological Approach to 
Classroom Management (EACM), the School-Wide Approach to Positive Behavioural Support 
(SWPBS) and the Social and Emotional Learning (SEL) approach. Although these approaches 
are widely used in western countries such as America and Britain, the strategies they provide 
also seem to be useful if applied in the developing world context especially in Ugandan schools.  
 
However, the researcher selects three issues from the literature on management of school 
discipline, which seem to be relevant to the study. First, approaches to management of school 
discipline seem to emphasize individual or personal values and social values. These categories of 
values are sometimes assumed to be critical to fostering effective and optimal management of 
school discipline. Second, approaches to management of school discipline seem to emphasize the 
element of character education as a cardinal requirement in behavioural change, and an avenue 
through which values could be optimally integrated in schools.  
 
 
From this analysis, the researcher‘s own definition of management of school discipline is that, it 
is a process of administering resources in order to attain the goals of the school organization. 
This requires classroom and school-wide interventions aimed at imparting both personal and 
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social values into the learners using the pedagogic function. In the next section, the researcher 
examines the different dimensions of discipline in school life.  
 
 
3.4  Dimensions of school discipline 
 
Educationists and scholars have also advanced various dimensions to the management of school 
discipline, which include the legal/political dimension (Austin, 2010; Fabelo, Thompson & 
Plotkin, 2011; Hungerford, Volk & Ramsey, 1994; Marshall, 2004), the school dimension 
(Stewart, 2004; Watson, Swain & McRobbie, 2004), and the administrative/leadership dimension 
(Babiita, 2007; Fink & Resnick, 2001; Fullan, 2002; Nassozi, 2010; Sergiovanni, 2006).  
 
 
3.4.1 The legal dimension to management of school discipline  
 
The management of school discipline could be interpreted legally. With the advancement of 
intellectualism and the rise in human liberties, some educators have realized that poor conduct 
from some learners could be handled with some legal implications (O‘Toole, 2012:3). There are 
instances when the legal approaches to school discipline provide that learners‘ disruptive 
behaviour is partly criminal (Hungerford, Volk & Ramsey, 1994). Thus, it might require the law 
to interpret criminal offenses emanating from schools. For example, there are legal cases of 
learners possessing guns at school and firing in a crowd.  Cases like these that express some form 
of juvenile crime might require the application of legal proceedings against the culprit.  
 
 
Hence, the legal dimension to school discipline has two levels: the national-level and school-
level legal dimensions. At the national-level, the legal approach to school discipline assumes the 
existence of a public law serving as a national binding legal instrument. For every country, this 
legal instrument provides procedures of controlling child maladjustment that may turn into 
crime. For example in the USA, juvenile crime committed in schools is remedied by the Penal 
Code Act to curb homicide (Fabelo, Thompson, & Plotkin, 2011: 7) and in Uganda the 
government has recently introduced an alternative justice system to handle juvenile offenses. The 
development is part of legal reforms being spearheaded by the Ministry of Justice and 
Constitutional Affairs (Elunya, 2012:1).  
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When learners commit crime while in school, they could be prosecuted through juvenile justice 
courts (Zhao, 2011). In this case, schools can be treated as legal zones where criminal behaviour, 
in whatever form, may be handled using the law (Leventhal & Brooks-Gunn, 2004:49). For 
instance in a USA study on Bullying prevention and intervention: a realistic strategy for schools, 
Marshall argues that the public law is the binding legal instrument when responding to school 
criminality and violence of any sort  (Marshall, 2004: 418).   
 
 
 
 
From the above, one learns that the legal force in school discipline could, in some cases, validate 
an increase in ―toughness on school crime‖ and on the perceived ―hardened juveniles‖ that could 
deprive educators, devout learners, and parents of a safe school environment (Mari, 2010:449). 
In USA schools, state legislatures overhauled their juvenile justice laws hoping to ease 
accessibility to juvenile justice; increase opportunities for prosecutors to try juveniles as adults 
for serious crimes, and enable governments enact curfews (Austin, 2010: 10). The law could 
offer guidance to educational stakeholders to easily resolve conflicting tendencies concerning 
extreme crime in their schools. As a bullying-prevention strategy, the public law may also serve 
as a comprehensive legal channel through which to provide long-term crime deterrence in 
schools and for Positive Youth Development (PYD), while addressing some of the underlying 
contributory social, emotional and environmental factors that could subsequently lead to 
prolonged juvenile delinquency (Casella, 2001:42).    
 
 
At the school-level, it is logical to assume that for educators, parents and learners to provide safe 
and positive learning environments, there should be a code of conduct not only as a guide to the 
learners on how to conduct themselves but also as a primary legal instrument from which 
educators could channel justice in case of learners‘ disruptive behaviour that is of a criminal 
nature (Dwyer & Osher, 2000:88). Therefore to enforce the code of conduct efficiently, 
educators may need the legal tools plus the discretion to properly use these tools to facilitate 
order in schools (Sergiovanni, 2006:70). In this attempt, the code of conduct could always 
address the following issues: violations that are least serious such as being tidy, leaving class 
early, or violating the dress code. The same legal instrument could also address serious violations 
that might lead to suspensions and expulsions. This is because the level of offense may 
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determine how broad the range of sanctions could be, especially those available to the school 
administrators (O‘Toole, 2012:31). On the importance of the school code of conduct as a legally 
binding instrument, some educators may always require the parent and learner to sign this 
instrument on entry into the school for purposes of regulating orderliness in school and provision 
of accountability for crimes committed by learners (Vossekuil et al., 2002:513).   
 
But in certain cases the lower the level of violation of school rules, the larger may be the menu of 
potential consequences. For example if a learner‘s misbehaviour constitutes a less serious 
violation, an educator could choose to address this disruption using any of the many sanctions. It 
means that a minor misbehaviour might not require referral to the higher authority but could be 
handled by educators at a micro-level (Dwyer & Osher, 2000:133). Thus, when an educator 
observes a learner committing a violation of the code of conduct, campus policy may often 
demand that the disruptive behaviour is managed through informal discipline (Hanson, 
2008:368). The legal framework promoting safety and discipline in schools could create two 
categories of disciplinary actions: mandatory and discretionary. Within the mandatory category, 
the code of behaviour could list serious violations and disruptions of a criminal nature (Fabelo et 
al., 2011:231), and within the discretionary category offenses that are mild could be handled by 
lower cadres in the school system.  
 
3.4.2 Social/Environmental dimension to school discipline 
 
Research also underlines the social dimension to school discipline through a meta-analysis of the 
social threat factors (Leventhal & Brooks-Gunn, 2004:62; Tumuloreine, 2003:25). Social threat 
factors are patterns of behaviour where learners live (Kibuuka, 1998:67), and it is assumed that 
these patterns could have an impact on learners‘ behaviour, their feelings, their outlook to life, 
attitudes, perceived opinions and life styles (Vossekuil et al., 2002:344). O‘Toole (2012:19) 
argues that in order to ensure proper management of school discipline, educators need to make a 
comprehensive assessment of the social threats leading to disruptive school behaviour. Assessors 
of social threats might take family dynamics, poverty, and social vulnerability as some of the 
major social influences partly explaining the social threats and their impact on school 
behavioural patterns (Leventhal & Brooks-Gunn, 2004:62). The social environment, in which a 
child grows, could for instance contribute significantly to the disruptive tendencies in schools. 
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Family dynamics are those patterns of behaviour that may exist in a family such as poor 
parenting, pornography gained from home theatres, and biological factors such genetic disorders. 
When a learner‘s conduct is acknowledged as disruptive, knowledge of the dynamics within the 
learner‘s family and how those dynamics are perceived by both the learner and the parent could 
be key features to support an understanding of circumstances and factors that play a leading role 
in any decision to manage the threat (Roche, Ensminger, & Cherlin, 2007:218).  
 
Marxist and critical theorists have also indicated that social and economic vulnerability leads 
people to commit violence and disruption in schools (Casella, 2001:6). Essentially, views about 
violence could be partly shaped by community experiences such as poverty and marginalization 
of the minority groups in schools (Campbell, 2000:203). That school violence may be a protest 
against the economic as well as social inequalities of the system, such as unequal distribution of 
educational resources. To some people, school violence could be viewed as a consequence of 
lack of economic ability. For example in USA, learners coming from poor homes that cannot 
access academic facilities might strike as a conduit through which to push school management to 
provide better academic services, ultimately bridging the disparity gap. More still, Leventhal and 
Brooks-Gunn (2004) found out that poor children are assumed to have a high risk of 
exacerbating school crime and encouraging indiscipline, than children from wealthy families. 
However, this finding is tempered by the possibility that children from poor families might fear 
rebellion that leads to their expulsion from school, especially where their education might not be 
assured after such an expulsion.  
 
Leventhal and Brooks-Gunn‘s analyses (2004) are based on experiences from the American 
school systems, which are sometimes contrary to African education experiences. Writing on 
immigrant and minority education in the USA (Casella, 2001:5), they, for example, argue that 
common disruptive attitudes in schools are often racist and classicist, although racism is rare in 
Ugandan schools. Skiba, Robert, Nardo and Reece (2002:322) also attribute high rates of school 
suspensions and expulsion rates to racism and inequality syndromes. Inequality syndromes in 
Ugandan schools could arise where learners from high classes bully those in lower classes, or 
even claim higher privileges than those of lower classes (Kibuuka, 1998). O‘Toole (2012) argues 
that in the USA, minority group learners are more likely to be suspended on grounds of non-
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violent issues such as classroom disruption and disrespecting educator authority. These learners 
are more likely to be punished because of the educator‘s lack of proper behaviour management, 
the learner‘s lack of connection with the educator, and unclear classroom rules.  
 
 
3.4.3 School dimension  
 
The school emerges as an important tool for behaviour control when it has a strong inhibitory 
effect on learner delinquency regardless of the youth‘s family structure (Stewart, 2004). The 
school could become an arena for reducing delinquency when it introduces delinquency 
prevention programmes and also uses its academic programme to provide appropriate knowledge 
and skills (Hawkins, 2009). At the same time, school managers may provide learners with 
adequate academic facilities in order to curb possibilities of strikes. When the school lacks 
important academic facilities like instructional materials such as library resources, materials to 
undertake science practicum, and lack of instructors, learners might use this situation to engineer 
the destruction of school property (Casella, 2001:120; Leventhal & Brooks-Gunn, 2004:58). 
Learners could, also, chase an educator who has failed to deliver appropriately and to their 
expectations.  
 
The problem of instruction in large classes in Uganda‘s universal education system should not be 
underestimated as one of the causes of learner disruption (Tumuloreine, 2003:27). Large class 
sizes make it hard for educators to teach effectively because they make close monitoring of 
learners difficult to attain (Ssekasanvu, 2009:15). Also, it could be hard for a single educator to 
ensure orderliness and concentration in large classes. Big class sizes deter an educator from 
providing equal academic opportunities like counselling to each and every learner (Leventhal & 
Brooks-Gunn, 2004: 56). For example, it may not be easy for educators to carry out regular 
discussions in large classes, correct each and every learner‘s assignment, and ensure timely and 
frequent feedback in order to facilitate active problem solving. Consequently, huge classes could 
turn into scenes of misbehaviour since close supervision can hardly be provided (Dwyer & 
Osher, 2000:110).  
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The qualities of educators and other school staff are also vital school-level dimensions that 
influence school progress in terms of academic achievement and building positive disciplinary 
communities (Todnem & Warner, 1993:33). However educator and staff qualities in managing 
schools could be improved upon using professional development programmes undertaken by the 
schools, where educators have long considered professional development to be their right—
something they deserve as dedicated and hardworking individuals. But these professional 
development programmes must be effective and efficient in ensuring that the right quality of 
staff for the schools is maintained (Guskey, 2002:2).  
 
 
Evaluating professional development of school staff therefore could be one of the good strategies 
to ensure that the right programmes are underway (Guskey, 1997:38).  Traditionally in Uganda, 
educators have not paid much attention to evaluating their professional development efforts. 
Many consider evaluation a costly, time-consuming process that diverts attention from more 
important activities such as planning, implementation, teaching, and follow-up. Others feel they 
lack the skill and expertise to become involved in rigorous evaluations.  As a result, they either 
neglect evaluation issues completely or leave them to evaluation experts. 
 
 
Evaluation is the systematic investigation of merit or worth (Joint Committee on Standards for 
Educational Evaluation [JCSEE], 1994:3). Systematic implies a focused, thoughtful, and 
intentional process. Educators conduct evaluations for clear reasons and with explicit intent. 
Merit or worth denotes appraisal and judgment. Therefore educators use evaluations to 
determine the value of something. Some educators understand the importance of evaluation for 
event-driven professional development activities, such as workshops and seminars, but forget the 
wide range of less formal, on-going, job-embedded professional development activities like 
study groups, action research, collaborative planning, curriculum development, structured 
observations, peer coaching and mentoring. But regardless of its form, Guskey (1997) asserts 
that professional development should be a purposeful endeavour, and through evaluation, 
educators can determine whether school activities are contributing positively to academic 
achievement and positive learner behaviour. 
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In addition to the above, broad categories of School-Wide Practices (SWPs) have been identified 
as important for actions aimed at developing goals for schooling and inspiring positive learning 
and behaviour (Leithwood & Riehl, 2003:6) and these are: 
a) Identifying and articulating a vision. Effective educators help their schools to develop 
or endorse visions that embody the best thinking about teaching and learning and to 
inspire others to reach for ambitious goals. 
 
b) Creating shared meanings. Because people usually base their actions on how they 
understand things, educators and principals help to create shared meanings and 
understandings to support the school‘s vision (Leithwood, 2001:217). School legitimacy 
and effectiveness are enhanced when both internal members and the broader community 
share clear understandings about learners, learning and schooling. 
 
c) Creating high performance expectations. Effective educators and principals convey 
their expectations for quality and high performance. They help others to recognise the 
challenging nature of the goals being pursued. They sharpen perceptions of the gap 
between what the school aspires to and what is presently being accomplished. Effective 
expressions of high expectations help people see that what is being expected is in fact 
possible (Leithwood & Menzies, 1998:326). 
 
d) Fostering the acceptance of group goals. Effective educators and principals promote 
co-operation and assist others to work together toward common goals. In the past, 
educators have often worked under conditions of relative autonomy, but new models of 
schools as professional learning communities emphasize the importance of shared goals 
and effort. 
 
e) Monitoring organizational performance. Effective educators and principals assess how 
well the school is performing along multiple indicators and use that information as goals 
are developed and reviewed. This requires astute skills for gathering and interpreting 
information, as well as a tradition of inquiry and reflection. Successful educators and 
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principals ask critical and constructive questions, emphasize the use of systematic 
evidence and encourage careful monitoring of both teaching and pupil progress. 
 
f) Communicating. Skilful educators and principals focus attention on key aspects of the 
school‘s vision and communicate the vision clearly and convincingly. They invite 
interchange with multiple stakeholders through participatory communication strategies. 
They frame issues in ways that lead to productive discourse and decision-making. Most 
work in schools is, of course, accomplished through the efforts of people. Effective 
educators and principals influence the development of human resources in their schools. 
 
g) Offering intellectual stimulation. Effective educators and principals encourage 
reflection and challenge their staff to examine assumptions about their work and rethink 
how it can be performed. They provide information and resources to help people see 
discrepancies between current and desired practices. They enable educators to understand 
and gain mastery over the complexities of necessary changes. 
 
h) Providing individualized support. Most educational improvement requires significant 
levels of change for the individuals involved. Successful educators show respect for staff 
and concern about their feelings and needs. They also provide incentives and structures to 
promote changes, as well as opportunities for individual growth and development.  
 
 
3.4.4 Administrative/ Leadership dimension  
 
Effective school administration and leadership could be a significant factor in upholding 
excellence in learners‘ discipline (Passi, 2006:54). For example, Leithwood and Riehl (2003:3) 
observe that educational leaders must guide their schools through the challenges posed by an 
increasingly complex environment. Curriculum standards, achievement benchmarks, 
programmatic requirements and other policy directives from many sources generate complicated 
and unpredictable requirements for schools. Principals must respond to increasing diversity in 
learner characteristics, including cultural backgrounds, income disparities, physical and mental 
disabilities, and variations in learning capacities. Rapid developments in technologies for 
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teaching and communication require adjustments in the internal workings of schools. These are 
just a few of the conditions that make schooling more challenging and leadership more essential. 
 
 
It is also probable that with a good administration and good moral leadership, schools might be 
equipped with the right skills to handle indiscipline cases (Nassozi, 2010:3; Sergiovanni, 
2006:10).  John Chrysostom Muyingo, one of the leading educationists and State Minister for 
Higher Education in Uganda, strongly advises that without strong and excellent leadership in 
schools learners‘ achievement in academics and discipline cannot be realized (Muyingo, 
2013:13). Similarly studies done on the subject of leadership and school performance in Uganda, 
underline the significant role of leadership in creating high learning outcomes in learners 
(Ddungu, 2004:64; Mumbe, 1995:45; Ogwenge, 1995:35).  
 
 
Proper school leadership demands for the use of the forces available to principals, supervisors 
and educators in order to influence the events of schooling (Sergiovanni, 2006:13). However, 
leadership has several forces, each of which contributes uniquely to school competence and 
excellence (Sergiovanni, 2006:7). Researchers and theorists describe aspects of leadership 
metaphorically as forces available to administrators, supervisors, and educators as they influence 
the events of schooling. Force is the strength or energy brought to bear on a situation to start or 
stop motion or change. Leadership forces could be thought of as the means available to 
administrators, supervisors, and educators to bring about or preserve changes needed to improve 
schooling (Sergiovanni, 2000:17). Arum (2011) mentions at least four leadership forces that 
could be identified for use in influencing school events [See figure 2]:  
a)  Technical leadership to ensure sound management. These are essential for 
competent schooling, and their absence contributes to ineffectiveness. The 
strength of their presence alone, however, is not sufficient to bring about 
excellence in schooling. 
 
b)  The human factor for harnessing available social and interpersonal resources.   
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But the technical and human leadership forces are generic and thus share identical qualities with 
competent management and leadership wherever they are expressed. They are not, therefore, 
unique to the school and its enterprise regardless of how important they may be. 
c)  The educational factor for expert knowledge about matters of education and 
schooling. Educational leadership forces are situational and contextual, deriving 
their unique qualities from specific matters of education and schooling in specific 
localities. These qualities differentiate educational leadership, supervision, and 
administration from management and leadership in general. 
 
d)  The cultural factor for building a unique school culture. Educators need all these 
leadership forces in order to build a culture of symbolic leadership. Cultural and 
symbolic aspects of substantive leadership forces are essential to excellence in 
schooling (Ubben, Hughes, & Norris, 2001:4).  
 
 
Practically,  leadership forces could be at inter-play when the principal and educator, as leaders, 
could ensure regular supervision, detect irregular and truant learners, check practical and written 
work and also guide learners to their personal needs (Kato, 2007:22). Another leadership force is 
when administrators of schools enforce the active participation of educators in varied school 
activities to enable these educators detect areas that need order (Babiita, 2007: 44). In order to 
achieve the above, schools need good administrators who may have the ability to force their 
educators to plan effectively in order to aid the process of behaviour modification (Busiku & 
Nabwiire, 2003:61).  
 
 
For example, good school leadership may partly require the principal and educator to avail and 
organize resources so as to keep order in the school. When educators and principals provide 
practical materials, repair school fences, and purchase adequate food, they could possibly deter 
learners from escaping from school and also minimize possible learner uprisings arising out of 
dissatisfaction.  
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Fig 2:  The leadership forces hierarchy 
 
 
The above figure 2 shows that there are four cultures in schools: the technical, human, 
educational and cultural. These define the leadership forces hierarchy for the school. Sergiovanni 
(2006:12) comments that all schools have cultures: strong or weak, functional or dysfunctional. 
Successful schools seem to have strong and functional cultures aligned with a vision of 
excellence in schooling. This culture serves as a compass setting to steer people in a common 
direction; provides a set of norms and values that defines what people should accomplish and 
how; and provides a source of meaning and significance for educators, learners, principals, and 
others as they work. Strong, functional cultures are domesticated in the sense that they emerge 
deliberately—they are nurtured and built by the school leadership and membership. 
 
Weak cultures, by contrast, result in a malaise in schools characterized by a lack of 
understanding of what is to be accomplished and a lack of excitement for accomplishment itself. 
Sometimes cultures are strong and dysfunctional. In this case, learners may have banded together 
to build a strong culture directed at disrupting the school or coercing other learners to misbehave 
or perform poorly (Sergiovanni, 2006:12).  Educators, too, can be sources of problems in strong, 
dysfunctional cultures if they place their own interests first. In some schools, for example, an 
informal culture may exist with strong norms that dictate to academic departments how they 
Cultural 
(4) 
Educational 
(3) 
Human (2) 
Technical (1) 
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should behave. As a result, when such a culture is bad it might take over functions in the entire 
school. Therefore, a culture of leadership should be moderated by school managers in order for it 
to account for an excellent school environment. 
 
 
 
Again, leadership dimensions must embody the organizational purpose. Fullan (2002:111) for 
example focuses on the relationship between organizational purpose and leadership in schools. 
Organizational purpose, he says, could play a larger role in transforming and sustaining system 
change. Organizational purpose means acting with the intention of making a positive difference 
in the school with its surrounding social environment. The goal is school system improvement 
where a school principal is concerned about the success of his school in view of other schools in 
the social environment. This is because sustained school improvement may not always be 
possible unless the whole system is moving forward (Fink & Resnick, 2001:598). Organizational 
purpose might propel the closing of the gap between high performing schools and lower 
performing schools by raising the level of achievement by all (Fullan, 2002:80).  
 
It is also important to note that the network of knowledge creation and sharing is central to 
effective school leadership because information becomes knowledge through a social process 
(Person, & Kirk, 2005:112). The creation of knowledge, according to Heikka and Waniganayake 
(2011:499), requires pedagogical leadership in schools. Often, the concept of pedagogical 
leadership, when used in schools includes interactions between learners, educators and parents to 
create quality schools. Pedagogical leadership arises out of the need to develop skills in leading 
organizational change in school settings. Pedagogical leadership is divided into five 
responsibilities of educational leaders: leading care, upbringing and teaching, service, expertise 
and work. This is why relationships and professional learning communities could be essential in 
leadership and organizational purpose building. Leadership, in this case, could occur where 
principals and parents are members of inter-visitation study teams in which they examine real 
behavioural problems as they evolve in their own school systems (Fullan, 2002:113).  
 
In summary, there are many dimensions in the management of school discipline and choice of 
which dimension to implement depends on which approach is appropriate to which school 
environment. The legal dimension could be applicable when a disruptive behaviour turns into a 
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criminal offense. It could also imply that the code of behaviour is used as a legal framework to 
guide the enforcement of school discipline. The social dimension indicates that certain social and 
family factors could be responsible for disruptive behaviour. The administrative factor shows 
that leadership in schools could also emerge as an important tool for positive discipline, while 
school factors such as the lack of scholastic materials to run schools might stir up learner 
disruptiveness. When all these dimensions are created, the educators could smoothly know how 
to manage discipline effectively using which control method.  
 
 
 
3.5     Conclusion  
 
This chapter examined the management of school discipline. It begins by providing different 
definitions of the concept of school discipline. Discipline is assumed to be a punitive approach 
for gaining quick self-correction. It is also assumed to refer to behavioural instructions given to 
the learners and a process of remediation plus the administration of rules and regulations. 
Finally, some scholars tend to assume that school discipline is an effort geared towards 
attainment of education that, at times, drives towards the goals of national development. 
However, the researcher‘s own definition of school discipline in this study would be that, it is  a 
process of self-correction and instilling empathy in learners through academic and moral 
instruction and a presumed extension into social and universal values whose assumed aim is to 
prepare learners for national development challenges.   
 
The chapter further defines the concept of management to mean planning, supervising and 
leadership in schools. The Ecological Approach to Classroom Management (EACM), the 
School-Wide Positive Behavioural Supports (SWPBS) approach and the Social and Emotional 
Learning (SEL) approach are also given in the literature. These approaches also support 
management of school discipline. Although they are presently not utilized in Ugandan schools, 
the strategies they provide however might be useful in the Ugandan approach to school 
discipline.  The chapter discusses the dimensions of discipline which include the legal, social, 
school and moral leadership dimensions. Chapter four explores the concept of values.  
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CHAPTER FOUR 
 
LITERATURE REVIEW: VALUES 
4.1  Introduction  
 
This chapter examines the concept of values by providing its definitions and theoretical 
explanations from established literature. The researcher reviewed different definitions and made 
classifications that could aid later data analysis. By combining both the definition of values and 
the theoretical understanding of values as deduced from moral enquiry theories, the researcher 
was able to deduce an own definition of values as the theoretical lens. The researcher used this 
theoretical lens to distil a framework for analysing data in the Ugandan school context. The 
researcher ends the chapter by providing a conclusion. 
 
4.2  Conceptualization of values 
  
Scholars tend to classify the definitions of values into individual, institutional, societal, and 
universal level values (Batson & Thompson, 2001; Blum, 2008; Hitlin, 2010; Ovadia, 2003; 
Searing, 2009). Below are descriptions of values as arising from the literature review. 
 
Educationists and scholars describe values at the individual-level as yardsticks for determining 
individual progress and providing the desired individual end-goals (Ovadia, 2003:410). 
However, these individual end-goals are intangible, which means that they cannot be touched 
physically although they are necessary in propelling and directing human life. Rachels (1986:3) 
systematically describes individual level values in the context of moral philosophy. He says that 
each of us is intimately familiar with our own individual wants and needs. Moreover, each of us 
is uniquely placed to pursue human wants and needs effectively.  From what Rachels describes 
above, individual values are intangible goals which are assumed to be desirable. Further still, the 
individual wants and needs for every human being, as Rachels points out, are desirable end-
goals. Individual-level values are also core virtues within every individual (Searing, 2009:77). In 
a school for example, a learner might have a particular personality which affects his or her 
individual learning. This is an individual-level value within that person. This individual goal 
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could serve as the basis for personal judgment, choice, self-evaluation, stimulation and 
rationalization (Blum, 2008:415; Weiss, 2007:145).  
 
Because values portray the desirable individual goal, they may act as compulsory guidelines for 
individual behaviour (Barry, 2001:413; Heenan, 2002) that are intrinsic in nature (Bernstein, 
2001:340). The individual goals might include achievement (Davidov, 2008:41), peaceful 
existence, and personality traits such as self-correction, obedience, trust, empathy, integrity and 
good life (Hackley, 2000:42). As a result, values could be defined as facets that shape individual 
character to what is ultimately ideal and acceptable (Rachels, 2000:16). What could further be 
learnt about individual-level values is that they are self-directed, meaning they cannot be 
complemented to other people or institutions. They are individually possessed and developed, 
but not socially generated (Boguslavsky, 2007: 86). For example, one‟s personality trait is only 
significant to him or her and not to others. This argument is similar to James Rachels‟ (1986:7) 
ethical egoism which allows each individual person to view his or her own life as being of 
ultimate value to himself or herself.  However, all the definitions and explanations of individual-
level values indicate an abstract description of them. There seems to be no tangible definition of 
the term except a portrayal of psychological feelings, emotions and abstractions. More still, 
ethical egoism cannot always be correct because it cannot provide solutions for conflict of 
interests. We need moral rules, only because our interests sometimes are selfish, which 
exacerbates conflicts.  
 
At an organizational level, some researchers tend to assume that values are modes of behaviour 
that propel change in an organization (Searing, 2009:433). Since an organization has goals, it is 
the organizational-level values that provide the process of achievement of the goals. In a school 
context for example, organizational-level values include discipline, leadership, punctuality in 
class, completion of the syllabus, academic performance, and school leadership (De Klerk & 
Rens, 2003:360).These organizational values are then referred to as process values. Management 
and staff could pursue process values for the achievement of the organizational goals (Fullan, 
2001:32; Passi, 2006:47; Sergiovanni, 2006:302). But in the course of pursuing organizational 
goals, values espoused could be the people‟s activities implemented and attitudes displayed 
(Sergiovanni, 2006:304). Unfortunately, process values could also be bad. In a school setting for 
example, disruptive learner behaviours such as violence, bullying and homicide could also be 
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process values but condemned as school-level crimes which affect quality schooling (Turiel, 
2002:51). In other words, organizational process values could propel institutional change, either 
positively or negatively (Turiel, 2004:56).  
 
At a societal-level, values could be defined as elements of “conformity” to the established order 
(Du Preez, 2008:35). For example, people must conform to norms and customs of particular 
societies in order to ensure cohesiveness (Njoroge & Bennaars, 2000). People define values at 
the societal-level as intangible instruments that could drive social change in the positive or 
negative direction depending on differences in people‟s interpretations of the change (Searing, 
2009:433). As drivers of social change, societal-led values occupy an indispensable role in an 
entire society (Davidov, 2010:170). This social change factor could either be constructive or 
destructive to that whole community (Pepper, Jackson, & Uzzelli, 2010:127). Social change 
could be constructive if it is in line with a particular social culture, tradition, and way of life 
(Njoroge & Bennaars, 2000:7). Social change could also be constructive if the security of society 
is provided (Stegall, 2003: 3). For example, the change that aims at improving social welfare is 
changing for the better (Wilson & Cowell, 2005:95). The preservation and enhancement of the 
welfare of people with whom one is frequently in contact with is a positive value at a societal-
level (De Klerk & Rens, 2003:356).   
 
On the other hand, the change that aims at creating social conflict like destruction of the 
environment is bad change demystified at the societal level. Such change might lead to the 
destruction of an ecosystem that provides life to an entire society. This same change has been 
pursued outside the society‟s norms and customs. Likewise, murder and rape are socially 
abhorred changes (Weinstein, Tomlinson-Clarke, & Curran, 2004:26). More so, the societal-
level values could be destructive where they involve dividing people into groups whose interests 
are more than the interests of an individual. Racism is the most conspicuous example; it divides 
people into groups according to race and assigns greater importance to the interests of the race 
(group) than others. The practical result is that people may treat members of one race better than 
others.  Likewise, Anti-Semitism and nationalism ideologies work in the same way (Wei, 2008).  
 
 
Some scholars define values to refer to all-embracing human ethical standards. In other words, 
perceived in a universal sense, values must delineate principles of objective ethical goodness 
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(Putterman, 2000:79). For example, it is of a universal concern that every human being possesses 
objective ethics (Du Preez & Roux, 2010:78). Ethics expresses how humans ought to live by 
judging what is good or bad (Stegall, 2003:3; Wilson & Cowell, 2005:95). Examples of these 
ethics include uprightness, peace, morality (moral conscience), and virtuousness (Morrison, 
2000:44; Wolfsdorp, 2003:277). However, human ethics could be universally debatable (Copan, 
2013:113); meaning that what is ethical is dependent on varied and diversionary human 
experiences and interpretations (Copan, 2013:400).  
 
This diversionary nature of ethics defines the universal sense of values (Evrigenis, 2007:400). 
For example in secular ethical societies, the love for spirituality or religiosity to promote Godly 
attitudes is not considered to be of ethical importance. Secular ethics defies religion as a 
universal element of value and human goodness (Lewis, 2001:111).  Atheists like philosopher 
Aristotle and Emmanuel Kant claim that one may not need to know God in order to do what is 
ethically objective (Copan, 2013:455), because every human being has a conscience governed by 
the sensory world. It is these senses that govern the choice of good or bad. Darwinism for 
instance is the thesis that the diversity, complexity and the adaptability which organic 
phenomena manifest is solely the result of successive rounds of scientific random variation and 
natural selection (Aspin & Chapman, 2007:23). Properly understood, Charles Darwin‟s theory 
undermines the place of spiritual purposes in nature.  
 
There is no foresight in the way mutation and recombination produce variations on which the 
environment acts, filtering out those organisms which lack fitness minimal for survival long 
enough to reproduce themselves. Therefore in secular ethics human life is governed by 
rationality and reasoning rather than the Devine will (Copan, 2013:412). On the contrary, people 
like Saint Augustine provide religious ethics; that to fear God is an all-embracing universal 
principle, although it is an individual requirement other than a universal one (Felderhof, 2002:82; 
Genza, 2008:1). Understanding the values embedded in the creation of the world and matter is to 
have a theological sense of knowledge and existence. In conclusion, there is huge crisis in 
contemporary western debate when it comes to defining the ethical sense of values (Copan, 
2013:433). When ethics appeals to a subjective and not an objective understanding of the 
universality of values (Lewis, 2001), this could bring controversy.  
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Values at a universal level could also be defined as trans-situational and cross-cultural human 
ideals (Tiel, 2005:15). For example peace building and human rights tenets are accommodated 
and universally condemned by diverse views and cultures (Pepper, Jackson, & Uzzelli, 2010:27). 
For example, killing is universally bad (Heenan, 2002). These universal tenets describe what 
humanity, at a global-level, cherishes and criminalizes. From the preceding analysis, values 
could summarily be defined according to the individual, organizational, societal, and universal 
standpoints (Bernstein, 2000:8; Kimberly & Barnett, 2009:19; Kirschenbaum, 2009:424; Kraut, 
2002:6). At all these levels, unique features and characteristics of values emerge to contribute to 
ultimate human progress.  
 
 
 
4.3  Theoretical underpinnings of values  
 
A further understanding of the concept of values is provided by the theories of moral enquiry 
because the notion of values could also be an issue of moral objectivity as well as behavioural 
growth and development (Kirschenbaum, Harmin, Howe, & Sidney, 2000). Scholars and 
researchers of moral philosophy widely debate the concept of values as moral development 
problems that rightly begin with childhood, proceed to adolescence, and end in adulthood 
(Griffin, 2008:7). Therefore, it is important to study it in the context of moral philosophy (Blum, 
2008:99). In essence, values are important human growth stages. Some of these stages are 
sequenced (c.f. Lawrence Kohlberg) and others are clustered (c.f. Milton Rokeach) (Searing, 
2009). Values are also debated and widely contested in both secular and religious ethics in 
contemporary western moral philosophy (Copan, 2013).  
 
 
This philosophical analysis of values, in the context of this study, is thus based on Lawrence 
Kohlberg‟s levels of moral development, Milton Rokeach‟s instrumentality-terminality theory, 
Elliot Turiel‟s theory of conflict and transition in adolescent moral behaviour, Eldad Davidov‟s 
European Social Survey (ESS) of values, Carol Gilligan‟s theory of impartiality, Kirshenbaum‟s 
values clarification hypothesis, Thomas Lickona‟s theory of character education, Ronald F. 
Inglehart‟s conceptualization of values, and Geert Hofstede‟s values theory. Below are 
descriptions of each of these theories of moral enquiry.  
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4.3.1     Lawrence Kohlberg’s invariant levels of moral development  
 
In 1971, Lawrence Kohlberg provided an understanding of values as existent in the levels of 
moral development during the human growth process. These levels of moral development in 
humans include the pre-conventional level, the Conventional level and the Post-Conventional, 
Autonomous, or Principled level.  This theory tries to examine the formation of values and where 
they are found and why. 
 
 
4.3.1.1    The pre-conventional level 
 
The first level in Kohlberg‟s invariant levels of moral development is the pre-conventional level 
(Putnam, Marchie, & Luisselli, 2003:28).  At this level, the child must be strongly responsive to 
social tradition as the basis of values development in early childhood. This implies that the child 
or learner is expected to obey cultural rules and customs. It is from such cultural rules and 
customs that the child could be enabled to understand what are good or bad, right or wrong 
behaviours. The knowledge is that good or bad, right or wrong behaviours are the values inherent 
in human beings (Spinrad, Eisenberg, Gaertner, Popp, Smith, Kupfer, & Hofer, 2007). The 
understanding drawn from Kohlberg‟s pre-conventional level is that values could be attained 
partly where the actions of children, learners, or human beings in general are in line with the 
rules governing individual and societal behaviour. When such actions are contrary to the 
acceptable human and social rules, then an individual loses morality or is regarded as lacking 
values (Pedersen, & Hofstede, 2002).  
 
For example in the indigenous Ugandan society, a child‟s life and education were guided by the 
known communal rules and customs. It is these rules and customs that shaped a child‟s 
behaviour and etiquette to produce a virtuous learner. These rules and customs included the Do’s 
and Don’ts in life. The informal education that was offered by parents and elders in the 
community during this patriarchal era symbolized the characteristics of the pre-conventional 
level of moral development (Njoroge & Bennaars, 2000:9). The communal system of behaviour 
strongly guided child rearing. Although these rules and customs were not written anywhere, they 
were highly respected and whoever breached them could be liable to punishment. When these 
rules were respected the consequences could be a reward (Guidry, 2008:21). The pre-
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conventional level therefore asserts that values could be partly found in social tradition (Griffin, 
2008:7). 
 
 
 
Further still, at the pre-conventional level Kohlberg is looking at the child‟s informal training. 
This training is offered right at the family level (Tiel, 2005:20). In the family or home, children 
could be taught rules and customs like respect for elders, communal sharing, hard work, 
creativity and innovation (Guidry, 2008:25). The implication of this is that the family is the basic 
unit of the traditional society where basic instruction and life-long learning are first offered 
(Maicibi, 2005:46). The community is a larger society where the learner or child could be given 
greater life-survival and trans-survival skills (Njoroge & Bennaars, 2000:10). In other words, one 
cannot clearly understand values without the home and community environment where early 
childhood education is mostly experienced (Mugagga, 2007:18).   
 
 
 
The pre-conventional level is divided into two stages. These stages define patterns of moral 
activities. Within each of these patterns of moral activities, there are orientations that must be 
fulfilled before pursuance of the next stage. Below are the stages and their orientations: 
a) Stage 1: Punishment and obedience stage: the orientation here is that the child‟s 
behaviour is corrected using punishment and authority from elders. The unquestioning 
deference given to superiors and respect are values in their own right. The child must be 
oriented to an underlying moral order. If the child cannot take on an existing moral order 
then he or she is punished at the discretion of higher authority (Lapsley, & Narvez, 
2004:25). At this stage, a child or learner could either obey rules of conduct or discard 
them and may be punished for the wrongdoing (Puka, 2000:136). Therefore, values are 
meant to provide a learner with a condition either to do good or bad.  
 
The child is either forced to do what is socially good through punishment or rewarding 
the good action already exhibited (Mohapi, 2007:41). This is the stage where educators 
and parents have to insist on ensuring self-correction of the child before the latter gets 
spoilt (Stika, 2012). In Ugandan societies, for example, the administration of punitive 
sanctioning is often the most common form of corrective and preventive approach used at 
this stage. This is because some elders may believe that when a child‟s character is not 
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corrected early enough (using punitive mechanisms); such a child could permanently 
remain maladjusted (Kasibante, 2002:14; Nakyanzi, 2004:12). 
 
b) Stage 2: The instrumental-relativist stage: the orientation here is that doing what is right 
or morally acceptable depends on what collectively satisfies individual and social needs 
(Blum, 2008). For example, security, fairness, reciprocity, loyalty, gratitude, justice and 
equity are both individual and societal values that could be emphasized at this stage. The 
mentioned values are both relevant to an individual and to the entire society (Newman, 
2003:370). At this stage, values are instruments that enable a child or learner to achieve 
what is individually desired. However, such values must also serve both one's own 
interests and those of the society in general (Maicibi, 2005:43). In other words, the 
instrumentality-relativist stage defines the concept of values as those intangible ideals 
whose impact could benefit both the individual and the society at large (Guidry, 
2008:25).  
 
 
4.3.1.2  The conventional level 
 
The second level of Kohlberg‟s invariant levels of moral development is the conventional level. 
It talks about the conservative processes of orienting a child into what is morally acceptable. This 
is often referred to as the "good boy-good girl" orientation (Lyons, 2005:12).  This level is about 
conformity to personal and social expectations that maintain the social order. This requires 
supporting and justifying the existing social order through choice of the most significant social 
values (Turiel, 2002:70). For example, respecting what the society cherishes most is of value. 
Therefore, elders must ensure that learners conform to the social order or arrangement because 
this social order is the desired end-goal of that particular society. There is no questioning of the 
legality of the social order, which is a conservative approach to positive discipline. 
 
 
Again, this stage focuses on imparting those values that boost living up to the social 
expectations. For example, schools offer the type of education that is expected to address social 
problems and demands. Therefore, learners join schools to acquire education as a social value 
that could be used to address social demands and expectations (Government White Paper, 
1993:5). Consequently, as Maicibi (2005:41) argues, at this level of conventionality the child 
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must be shown the importance of the society (community) in school decision-making. This is 
because the society is an institution where the child goes after school in order to address 
society‟s associated problems (Nkata, 2005:26). The conventionality-morality perspective is that 
education must be linked with society and the nation in order to ensure positive outcomes of this 
type of education (Malan, 2000:21).The conventionality level theoretically consists of the 
following two stages:  
a) Stage 3: The interpersonal concordance stage: the orientation at this stage is that good 
behaviour is what pleases society and therefore must be approved by society. Schools 
must produce well-behaved learners that could be approved by the society. This could 
involve training people who are relevantly skilled as the demands of the society dictate. 
At the same time, schools could train civilized and morally upright professionals that 
could easily propel social advancement and fight corruption tendencies (Simpson, 2007).  
 
However Kohlberg contemplates that at the interpersonal-concordance stage, the 
society/community determines the sort of values required by it. This implies that the sort 
of disciplines taught in schools, plus the kind of behaviour and values displayed, must 
pragmatically reflect the demands of that society to which a child or learner is sent after 
school (Dewey, 2008). Unfortunately, however, there is an increasing level of 
unemployment among many Ugandan educated youth. This is because the nature of 
formal education that is imparted during class activity has not been in concordance with 
societal expectations and demands (Ssewakiryanga, 2001:198).  
 
Ugandan educationists believe that the sort of formal education imparted in schools is too 
theoretical. It does not practically address the entrepreneurial requirements of today‟s 
society, which calls for a restructuring of the existing curriculum (Nsengiyunva, 
2009:17). Secondly, the interpersonal concordance orientation shows that child training 
must be dominated by what is communally appreciated (Sekamwa, 2000b:24). This 
means that child training and the sorts of values acquired must conform to the 
conventional images of what is the “majority” behaviour. This majority behaviour is one 
which attracts collective social approval and responsibility (Neville, 2002:60:70). 
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b) Stage 4: The "law and order" stage: at this stage the individual or learner is oriented 
towards respect of law and order. Right behaviour consists in doing one's duty by 
showing respect to authority and maintaining the given social order through abiding by 
the established social rules and legislation (Wienar, 2006:110). It is about respecting the 
status quo. For example rules and regulations are provided by every school to act as 
guiding principles used to correct learner behaviour (Zhao, 2011). School rules and 
regulations are values whose presence in the educational process is quite necessary in 
propelling positive discipline (Wringley, 2003). Likewise in many primitive societies in 
Uganda, the fore-fathers had put in place a system of rule-following to guide the young 
people during life-long learning. These rules were described within the society‟s 
unwritten customary law, which is referred to as “obuntu bulamu”, meaning “customs for 
good social behaviour and etiquette.”  
 
 
4.3.1.3  The post-conventional level 
 
The third level is that of post conventionality. It is also referred to as the “autonomous or 
principled” level. At this stage, focus is on human justice and dignity, equality and democratic 
thinking (Killen & Smetana, 2005). According to Lawrence Kohlberg, this level looks at moral 
development in the context of more secular and pluralist thought processes (Nielsen, 2000). The 
secular thought processes make mention of universal values. Here, the individual makes a clear 
effort to define universal values and principles that have validity and application to the entire 
society and universe apart from the authority of a single individual and groups of persons 
(Commonwealth of Australia, 2006:180). In other words, the “Rule of law”, zero tolerance to 
juvenile delinquency, a political sense of schooling, and the role of human rights education could 
be some of the important universal values offered by the post-conventionality level so as to 
maintain a positive school (Crain, 2009:118). The post-conventionality level has two stages 
indicated below: 
a) Stage 5: The social-contract legalistic stage (utilitarianism overtones). The orientation 
at this stage shows that values are a universal right for every human being 
(Commonwealth of Australia, 2006:100). Kohlberg argues that at this stage ensuring 
positive behaviour could be constitutionally and democratically handled. Every 
educator‟s action could be interpreted with a legal mind, putting into consideration the 
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fact that schools are part of a freewheeling society. For example, in today‟s school system 
every child has a right to fair treatment (African Charter on the rights and welfare of the 
child, 1999), and sometimes the forms of discipline used in schools may attract some 
legal implications (Vossekuil et al., 2002). At this stage there is also an awareness of the 
relativism of values because of human diversity governed by ethical objectivity and 
pluralism (Copan, 2013). For example, the values cherished by one school could be 
different from those cherished in another depending on the differences in the founding 
creed of the two schools.  
 
b) Stage 6: The universal ethical-principle orientation (ontological overtones). At this 
stage, the orientation is that choice of values is dependent upon ethical principles that 
appeal to logical comprehensiveness (rationality), universality, and consistency (Genza, 
2008:20). Moral reasoning and rational thinking are at the centre-stage of value judgment 
(Tiel, 2005). Schools could serve as the best units through which learners‟ reasoning 
could be developed through exposure to knowledge and skills. Like Socrates, education 
becomes the basis for the formation of a person who can reason in order to positively 
change social attitudes. The curriculum provides avenues for critical thinking to broaden 
learners‟ outlook to life (Commonwealth of Australia, 2006). 
 
4.3.1.4  Relevance of Kohlberg’s theory 
 
Kohlberg‟s theory highlights the following aspects that are relevant to the present study:  
i. The family and community are the basic units for the articulation of human values such 
as obedience and respect for the social order. These values could shape a person‟s 
outlook to life and to enlisting positive behaviour. Therefore when integrating values into 
school discipline, educators could highly utilize the family unit by bringing parents on 
board as one of the important educational stakeholders (Sergiovanni, 1991:27). Parents 
could be used to extend formal training in the homes and could also provide useful 
information to educators on how to manage the character and behaviours of their own 
children. The school could also exploit the role of the community in maintaining positive 
discipline. Since the community provides social customs and order, it is necessary that 
educators consult members of the community on how best to impart social values and the 
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universal values like citizenship, justice, democracy and the rule of law/human rights. 
This is because learners are trained for the community‟s consumption (Kyamuhangire, 
2012:45).  
 
ii. Kohlberg's conception of justice follows that of the philosophers Emmanuel Kant as well 
as great moral leaders such as Mahatma Gandhi and Martin Luther King Jr. According to 
these people, the principles of justice require us to treat the claims of all parties in an 
impartial manner, respecting the basic dignity, of all people as individuals. The use of 
some harsh punitive sanctions in school may not be justice because they inflict pain and 
torture to the learners which abrogates their human dignity. Positive discipline of learners 
might require more restorative justice processes that are more democratic and humane in 
nature. These could be counselling, mentoring and coaching (Maicibi, 2005:41).   
 
iii. The principles of justice, human dignity and equality are therefore universal. They apply 
to all. Schools are ultimately supposed to offer a universal sense of education that appeals 
to human dignity, justice for all and equality. For example, we would not vote for a law 
that aids some people but hurts others. The principles of justice guide us towards those 
decisions emphasizing an equal respect for all humanity. This proposition is hereby 
embedded in one of the ten-point programmes of the National Resistance Movement 
(NRM) (Uganda‟s currently ruling party) included in Uganda‟s 1993 Educational Reform 
Policy (ERP) (Government White Paper, 1993:7).  
 
iv. Educators should impart in learners the knowledge and skills that promote positive moral 
development (Genza, 2008:11). Such knowledge and skills should ably provide learners 
with rational and critical thinking skills to be in a better position to positively transform 
society and the world. This means that education should provide learners with the ability 
to judge social actions in a reasoned manner.  
 
v. Educators should strictly observe the learner‟s behaviours at every stage of moral 
development. Each stage in a learner‟s childhood, adolescent and adulthood life exhibits 
important traits that could either be done away with (if they are bad) or developed further 
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(if they are good) in order to identify a set of values that is important to a child‟s life and 
growth process.  
 
vi. The moral development stage has rules, customs and regulations which guide learners to 
choose what is individually and socially acceptable as good. In this way, rules and 
regulations provided by the community and schools represent the required customs for 
the moral development of learners. Therefore integration of values into school discipline 
implies that such rules and customs are values that guide learner behaviour towards 
righteousness.  
 
  
4.3.2   Milton Rokeach’s instrumentality-terminality theory 
 
This theory of moral development was developed by the social psychologist Milton Rokeach in 
1973. It is about understanding and grouping individual and societal values as part of 
understanding the modes of human behaviour in adulthood (Ryffs, 2008:443). Human behaviour 
is controlled by the values in adults.  The way people behave and act in any grouping or as 
individuals suggests particular value sequences (Kanfer & Ackerman, 2004:418). These 
sequences indicate that values become psychosocial tasks undertaken by humans. Rokeach tries 
to classify these psychosocial tasks into the instrumentality principles (e.g. initiative and 
industriousness) and terminality principles (e.g. generosity and integrity). And these tasks or 
principles are values in their own right (Dorner, 2006:114). Instrumentality values refer to 
preferable modes of behaviour (processes or means) to achieve the terminality values. 
Terminality values refer to desirable end-states of existence (ends). These are the goals that a 
person would like to achieve during their life time. These goals may vary among different groups 
of people in different cultures (Simpson, 2007:49).   
Milton further assumed that values are about control of outer worlds, implicitly or explicitly. In 
this way, values influence developmental changes in both personal human life, as well as human 
life in the surrounding world (Hungerford, Volk, & Ramsey, 1994:17). Thus Rokeach tries to 
group values according to instrumentality which are the processes and the terminality which are 
the end values. Instrumentality values, according to Milton Rokeach, are intended to achieve the 
terminality values. In a school setting for example, achieving academic excellence is an 
instrumentality value and quality education is a terminality value (Rokeach, 2003). Academic 
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excellence is a process to achieve quality education which is the end-goal. Brandtstadter (2009: 
613) examines some of the instrumentality (Individual/process) and terminality values 
(Universal/goal-directed).  Below is this examination:  
 
4.3.2.1  Instrumentality values  
 
The instrumentality values are values that are more individualized and they include; being 
ambitious (hardworking, aspiring), broadminded (open minded), capable (competent, effective), 
cheerful (light-hearted, joyful), clean (neat, tidy), courageous (standing up for your beliefs), 
forgiving (willing to pardon others), honest (sincere, truthful), imaginative (daring, creative), 
independent (self-reliant, self-sufficient), intellectual (intelligent, reflective), logical (consistent, 
rational), loving (affectionate, tender), obedient (dutiful, respectful), polite (courteous, well-
mannered), responsible (dependable, reliable), and self-controlled (restraint, self-discipline) 
(Brandtstadter, 2009).  These values facilitate the process of achieving terminality values 
(Gutman & Vinson, 1979).  
 
 
4.3.2.2  Terminality values 
 
Terminality values are more universal. Hungerford, Volk and Ramsey (1994) present a list of 
terminality values and they include; a world of peace (free of war and conflict), family security 
(taking care of loved ones), freedom (independence, free choice), equality (brotherhood, equal 
opportunity for all), self-respect (self-esteem), happiness (contentedness), wisdom (a mature 
understanding of life), national security (protection from attack), salvation (saved, eternal life), 
true friendship (close companionship), a sense of accomplishment (a lasting contribution), inner 
harmony (freedom from inner conflict), a comfortable life (a prosperous life), mature love 
(sexual and spiritual intimacy), a world of beauty (beauty of nature and of the arts), pleasure (an 
enjoyable leisurely life), social recognition (respect, admiration), and an exciting life (a 
stimulating active life) (Hungerford, Volk, & Ramsey, 1994).   
 
Terminality values also take mention of the political values (Searing, 2009:154). Political values 
arise out of political conflict about means and ends political protagonists believe are desirable. 
Politicians are believed to be self-regulating animals whose outlooks and behaviours are shaped 
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by organizing principles (Inglehart, 2008). In a school environment, achievement of the vision of 
the school could take on a political swing when some would think that the excellence of a school 
rather promotes a particular principal or School Governing Body (SGB). Some of the people 
might decide to fail such governance as a political motive to denounce the present school 
governance. Secondly as a political function, school management could provide scholastic 
materials, infrastructure and quality educators in order to improve the general welfare and 
positioning of the school in the community.  
 
This promotes moral leadership as a political function (Sergiovanni, 2006). Political values, 
therefore, are part of a broader inquiry into socialization and belief systems. They aim at 
articulation of policy opinions using personality drives. Taking a research study on the British 
House of commons, Searing (2009) provides an inventory of political values from the 
parliamentarians. He concludes that such political values include social equity, loyalty, and 
social planning. The provision of such political values is the ultimate desire of every 
parliamentarian in the British House of Commons for instance.  
 
 
4.3.2.3  Critique of the instrumentality-terminality theory 
 
The instrumentality-terminality theory, however, is facing serious operationalization problems 
such as: 
a) The instrumental-terminal classifications are not uniform across individuals. For 
example, one‟s terminal value could be another‟s instrumental value.  
 
b) Sensitivity to values is loose since people manipulate them for their own interests. For 
example, politicians could manipulate an electorate to give them votes in the guise of 
improving the electorate‟s general welfare. But in the end, this hope is not fulfilled when 
a politician is voted into power. Promises eventually become unfulfilled demands. In 
Uganda, the introduction of the Universal Primary Education Programme (UPE), to 
ensure massive education and literacy especially for the rural poor, came as a political 
catch-phrase that was later on assumed to have turned into an educational policy. 
Educators and researchers in the country have often criticized its poor implementation, 
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based on the fact that it was a programme meant to merely sway people to vote the 
government into power.  
 
c) Politicians, for example, work hard at publicizing their values rather than distinguishing 
them which stigmatizes dishonesty. The danger in this is that people are often promised 
“air”. Consequently, educational programmes are never developed which compromises 
quality delivery. In other words, the process (instrumental) fails to implement the end-
result (terminal).  
 
4.3.3  Elliot Turiel’s theory of conflict and transition in adolescent behaviour 
 
In 1974, Elliot Turiel advanced another theory of values. This theory focuses on conflict and 
transition in adolescent behaviour. He pointed out that the process of moving from one stage to 
another, as Lawrence Kohlberg suggests, has not been systematically and practically developed 
(Turiel, 2002:23). Therefore, Turiel tried to revise Kohlberg‟s theory of the invariant levels of 
moral development by conducting studies on moral judgment. In such studies, the critical 
assessment and revision of the human developmental stages by Kohlberg was done. His revised 
hypothesis provides the following new stages (Turiel, 2004:43): 
a) Stage 1: Obedience and Punishment stage: The orientation at this stage indicates the 
self-centred (egocentric) reverence to superior power or prestige, which is referred to as 
objective responsibility (Turiel, 2002). In other words, Turiel tries to show that respect 
for superiors is the source of values and moral behaviour. He therefore seems to reject 
social customs and rules but concentrates on the power of elders or those in authority as 
the basis for values modification. For example, educators, parents and social elders are 
the source of wisdom and virtuousness (Turiel, 2004).  
 
b) Stage 2: Naively egoistic stage: the orientation here is to examine the process 
collectively satisfying the self‟s (individual) needs and occasionally of others. In this 
orientation, Turiel was at par with Lawrence Kohlberg. However, people must be aware 
of the relativism of values to their needs. Such would define their naïve egalitarianism to 
an understanding of values. This occurs at this time when there is a contemporary debate 
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regarding objective ethics (Copan, 2013). Objective ethics permits a pluralist 
understanding of values as not absolute but relative choices.  
 
c) Stage 3: Good-Boy orientation. Orientation to approval, pleasing and helping others. 
Conformity to stereotypical images of majority or natural role behaviour, and judgment 
by intentions. In other words, moral development implies that values are adopted to 
mould children into good persons by respecting what is taken as ideal and good by a 
majority.  
 
d) Stage 4: Authority and social order maintaining orientation: towards authority, fixed 
rules and maintenance of social order. Right behaviour consists of doing one‟s duty, 
respect for authority, and maintaining the given social order for its own sake. Morality is 
not based on individual or personal values and judgments (Killen & Hart, 1999; Reed, 
Turiel & Terrance, 1996) but on the social order.  
 
e) Stage 5: Contractual legalistic orientation. Right action is defined in terms of individual 
rights and of standards which have been initially examined and agreed upon by the whole 
society, such as equality and liberty. Emphasis is upon procedural rules for reaching 
consensus and ensuring general welfare. Distinctions are made between values of a 
universal nature and prescriptive applicability and values specific to a given society 
(Lapsley & Narvez, 2004).  
 
f) Stage 6: The universal-ethical principle orientation. Right is defined by the decision of 
conscience in accord with self-chosen ethical principles appealing to logical 
comprehensiveness, universality, and consistency (Killen & Smetana, 2005). These are 
universal principles of justice or the reciprocity and equality of human rights and of 
respect for the dignity of human beings and individual persons.  
 
In other words, Turiel‟s outlook is merely a summary description of Lawrence Kohlberg‟s 
submission of the invariant levels of moral development. There seems not to be any difference in 
the two submissions, whatsoever. The two generally accept that integrating values into human 
behaviour could follow a sequence from childhood to adulthood. Therefore, schools must 
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identify patterns of human behaviour and seek to incorporate the most revered values at each 
stage of the human growth process. For example, educators could use classroom and school-wide 
environments to study child behaviour and traits in order to know which values to discard or 
even recommend in the process of child growth and development.  
 
4.3.4  Eldad Davidov’s European Social Survey (ESS) of motivational values 
 
Eldad Davidov‟s theory, which talks about motivational values, is based on a semi-annual 
European Social Survey (ESS). This survey is conducted as a cross-cultural study in the 
countries of Europe. Based upon a Twenty one-item instrument, the survey aims at measuring 
which basic values exist among societies and cultures. Between 2002 and 2003, representative 
national samples in twenty countries responded to the instrument. As a result, importance was 
put on ten basic values (Schwartz, 2006:137). According to Davidov (2010:170), the ESS values 
scale demonstrates configural and metric invariance. These configural and metric-invariance 
elements allow researchers to use it to study relationships among values, attitudes, behaviour 
against socio-demographic characteristics of humans across countries. Schwartz (2006:182) 
further argues that the ESS theory points at values to be desirable, trans-situational goals 
(universal) that are varying in importance. The mere fact that the ESS survey is conducted across 
countries, human goals that are gathered might vary greatly. Out of the ten broad and basic 
values the ESS survey derives, three universal requirements of the human condition emerge:  
a) Needs of individuals as biological organisms (Personal interests or values) 
b)  Requirements of coordinated social interaction (Social/community interests or values)  
c) Survival and welfare needs of groups (Universal interests or values).  
 
The ESS values scale also shows the importance of structure positioning when ranking values. 
Because values might lack an absolute definition, their structure positions them to be trans-
situational human goals (Davidov, 2010: 170; Schwarz, 2006:137). Their importance and 
purpose is varied and relative because of the plurality of the world in which these values exist 
(Boguslavsky, 2007:86). For example, the conformity values inhibit human actions and practices 
against a society‟s custom; while self-direction values express that an individual has autonomy 
and independence to act according to his or her freewill, without social antagonism (Davidov, 
2010:40). Similarly values could conflict or might be congruent with each other. For example, 
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pursuing achievement might conflict with pursuing benevolence values (Hitlin, 2007). In simple 
terms, seeking leadership of a community is likely to obstruct or congruent with actions aimed at 
enhancing community welfare (Boguslavsky, 2007: 87). Political values such as democracy, 
through voting and elections, might push a leader to misuse community resources for his or her 
personal political gains (Hitlin, 2010: 435). At the same time, a political leader vying for political 
office might use a strategy of improving the community‟s welfare in the hope of winning votes 
from the electorate (Davidov, 2008:40). The ESS motivational values theory indicates that each 
of the ten values have core goals or indicators. It is these core goals that influence the modes of 
human behaviour (Table 1).  
 
Table 1: Definitions of the ESS motivational values in terms of their core goals 
S/N VALUES CORE GOALS/INDICATORS 
1. POWER Social status and prestige, control or dominance over people and  
Resources 
2. ACHIEVEMENT Personal success through demonstrating competence according to social  
Standards 
3. HEDONISM Pleasure and sensuous gratification for oneself 
4. STIMULATION Excitement, novelty, and challenge in life 
5. SELF−DIRECTION Independent thought and action choosing, creating, exploring 
6. UNIVERSALISM Understanding, appreciation, tolerance and protection for the  
welfare of all people and for nature 
7.  BENEVOLENCE Preservation and enhancement of the welfare of people with whom  
one is in frequent personal contact 
8.  TRADITION Respect, commitment and acceptance of the customs and ideas that  
traditional culture or religion provide the self 
9. CONFORMITY Restraint of actions, inclinations, and impulses likely to upset or  
harm others and violate social expectations or norms 
10. SECURITY Safety, harmony and stability of society, and of relationships with  
others may be compatible. Seeking personal success for oneself  
tends to strengthen and to be strengthened by actions aimed at  
the enhancement of the social position and authority of someone in  
relation to people. 
 
The above table of ESS values by Eldad Davidov is further articulated by Shalom H. Schwartz‟s 
circular model (Schwartz, 2006). In this model, Davidov‟s values category was further described 
in order to sieve the original meaning and purpose of possible values-combination. For example, 
Schwartz looks at power, achievement and hedonism as self-enhancement values. Again, 
hedonism, stimulation and self-direction are referred to by Schwartz as values that maintain 
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openness to change (Davidov, 2008:43). The conformity (tradition) and security values are 
pointed to as conservation values, while universalism and benevolence are self-transcendence 
values (See fig.3).  
Fig 3: Schwartz’s classification of values 
 
Fig. 3: Adopted from Shalom Schwartz’s classification of values 
In conclusion, the description of values by Davidov and Schwartz is that these are elements that 
define the process of an individual‟s life. Values are components for individual satisfaction and 
self-achievement processes. Every human being must fit in this self-achievement process in 
order to attach meaning to his or her life. In other words, the ESS theory of values shows that 
values are motivations (intrinsic drives) for human behaviour and change.  
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4.3.5  Carol Gilligan’s theory of impartiality  
 
Carol Gillian provided a theory about values which emphasizes that there must not be gender 
differences in the course of moral development. She was criticizing Kohlberg‟s work that was 
majorly biased against women (Gilligan, 1982). By picking on women‟s experiences, Gilligan 
offered the morality of care which could serve in the place of the morality of justice and an 
emphasis on equal rights between men and women (Murray & Nucci, 2008:3) and non-violence. 
She further indicates that the philosophical commitments of the morality of care are situated 
within contemporary moral ethics (secularism). This implies that there must be impartiality about 
the existence of a moral orientation. This impartialist concept of moral orientation, in addition to 
characterizing Kohlberg‟s view of morality, has been the dominant conception of morality in 
contemporary moral philosophy. It forms the core of a conception of morality, similar to that of 
Emmanuel Kant, which provides important strands in utilitarian (consequentialist) thinking. 
Gilligan‟s work on impartialism assumes seven differences between her view of morality and 
that of Kohlberg‟s stages (Gilligan, 1982): 
a) The moral self is radically situated and particularized, defined by historical connections. 
Moral care is about a particular agent caring for a particular friend with whom he has 
come into this relationship (moral care). Men and women must exhibit care for each other 
in the process of moral development (Gilligan, 1982). 
 
b) Not only is the self radically particularized but so is the other, the person towards whom 
one is acting for and with whom one stands in some relationship. This assumption defines 
some social and affiliation values. The moral agent must understand the other person as 
the specific individual that he is or she is, not merely as a friend (compassion). Moral 
action which fails to take account of this particularity is faulty and defective. In other 
words, values must recognize social affiliations through building friendliness, equality, 
compassion and care (Burton & Dunn, 1996).  
 
c) Therefore, understanding the needs, welfare and interests of another person requires care, 
love, empathy, compassion and emotional sensitivity. It involves, for example, the ability 
to see the other as different in important ways from one‟s self. Schools, for example, 
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must teach learners a sense of brotherhood and caring. A sense of giving out to those who 
do not have is a noble idea that propels empathy and compassionate feelings. 
 
d) Gilligan‟s views emphasize the self as encumbered. Therefore she rejects Kohlberg‟s 
view that morality is ultimately a matter of the individual rational being legislating for 
himself (that is from within his own person). The moral agent must approach the world of 
action by ties and relationships (friend, colleague, parent, and child) (Spinrad, & 
Eisenberg, 2009:10).  
 
e) For Kohlberg, emotions play a remotely secondary role on moral action. However, 
Gilligan shows that it is reasoning that generates principles governing right action 
involving formal rationality (Putnam, Gartstein, & Rothbart, 2006:29).  
 
f) Again, knowing what to do involve knowing others and being connected in ways 
involving both emotion and cognition. Caring action expresses emotion and 
understanding (the combination of moral instruction and academic excellence). In other 
words, moral development requires collective participation of several stakeholders.  
 
g) Gilligan rejects that an action by an individual is universal or generalizable to others. Her 
view avoids individual subjectivism and relativism. The notion of care and responsibility 
is the provision of non-subjective standards by which appropriateness of response can be 
appraised. Moral action is supposed to sustain those connections to other people.  
 
4.3.6   Harmin Kirschenbaum’s values clarification theory  
 
In 1977, Kirschenbaum unveiled a values theory based on the thinking of John Dewey. Values 
clarification begins with the observation that individuals and societies are suffering from many 
ailments (confusion and conflict) which are called value problems. It is on the basis of such 
values confusions that there is need to clarify values instrumental to erasing the confusion and 
conflicts (Simpson, 2007:56). In individual lives, the symptoms of such value problems are 
apathy, over conformity, and over dissention (Kirschenbaum, Harmin, Howe, & Sidney, 
2000:65). Kirschenbaum asserts that values confusion leads to a lack of perceived purpose in 
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individual lives, a state of anguish or suffering. In other words, a society that lacks values is 
destined to failure.  
 
 
Likewise, Battistich, Schaps and Nance (2004) argue that a school that is devoted to mere 
academic work risks producing learners that are not value laden. Individual value problems refer 
to a state of lack of positive personal and social virtues by an individual (Murray & Nucci, 
2008). Such value problems could also affect relationships with others and could contribute to 
considerable conflict within families and groups. For example, dishonesty, corrupt tendencies 
and violence could be some of the value problems which could increase the level of social 
indecency and misbehaviour (Kirschenbaum, 2000:22). Finally, individual value problems could 
also lead to inefficiency and a reduction in constructive activity in society. For example, society 
around the globe could suffer from such similar value confusion like the moral atrocities 
committed on humanity and environmental destruction. The survival of the planet is endangered 
by such value conflicts. In other words, Kirschenbaum tries to posit that value conflicts or 
confusion are the basis on social destruction and the lack of social order. Therefore, integrating 
values into schools is purposely to prevent possible learner indiscipline which is a major value 
conflict that might endanger the school ethos and the whole essence of education (Puka, 2000). 
 
Kirschenbaum concludes that in order to address value conflicts and confusions, value 
clarification must be maintained (Kirschenbaum, 2000:25). Value clarification therefore is an 
intervention that consists of a set of strategies all of which are designed to help individuals learn 
a particular valuing process and address the value conflict. Afterwards, one can apply that 
process to value-laden areas and moral dilemmas (Tan, 2007:555). Use of the valuing process 
helps individuals and groups to develop and clarify their values in such a way that they are more 
likely to: 
a) Experience positive values in their own lives 
b) Act more constructively (Kirschenbaum, 2000:25). 
 
The valuing process has three dimensions; prizing, acting and choosing, with sub-processes. The 
first process is prizing (cherishing, and publicly affirming the value/s). For example, educators 
could prize values such as respect for rules, obedience and positive leadership when exhibited by 
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learners. These learners could be rewarded (Mohapi, 2007:18). The second process is acting 
(Acting repeatedly, consistently in the context of the value/s). For example, doing what is valued 
is a positive disciplinary act. Educators use their professional abilities to ensure that learners act 
in line with those values that are cherished by the school (Mari, 2010:449). The third process is 
choosing (goal setting, considering alternatives, consequences and choosing freely) 
(Kirschenbaum, 2000). Educators and learners could effectively plan valuing processes through 
monitoring and evaluation of behaviours; whether these behaviours are in line with the agreed 
upon standards. Then choose to select the best actions that could propel positive living (Lance, 
2010:118). 
 
4.3.7   Thomas Lickona’s character education theory 
 
Thomas Lickona‟s theory of character education examines the intentional effort to develop in 
young people core ethical and performance values that are widely affirmed across all cultures 
(Davidson, Lickona, & Khmelkov, 2008:2). The theory assumes that bad adolescent behaviour 
manifest in schools such as suicide rates, school violence, declining academic performance, 
increasing drug abuse and precocious sexual activity could be dealt with through the promotion 
of a series of educative programmes, strategies and activities (Lickona, 1991). These 
programmes, strategies and activities promote core ethical values and supportive performance 
values as the foundation for promoting good character in learners. The ethical values include 
caring, fairness, responsibility and respect for self and others. The supportive performance 
values, on the other hand, include diligence, a sense of self-worthiness, and perseverance. 
Therefore, a school that is committed to character development stands for these virtues. This 
school defines these core values in terms of behaviours that could be observed in the life of the 
learner to create human relations in these learners (Solomon, Battistich, Schaps, & Lewis, 2000: 
49).   
 
 
In a school committed to developing character, these core values might be treated as a matter of 
obligation. They are treated as having a claim on the moral conscience of the individual and 
community (Battistich, Schaps, & Nance, 2004:245). This is mainly because these core values 
are important in many ways. In the first instance, Lickona provides that when they (core values) 
are emphasized in schools they affirm the learners‟ human dignity (Spinrad & Eisenberg, 
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2009:453). They could also promote development and welfare of an individual person. In 
addition, core values serve the common good and meet the classical test of universality (Lickona, 
1991:70). Core values are also supposed to partly inform us of our rights and responsibilities in a 
democratic society. The school makes it clear that these core values transcend religious and 
cultural differences, and express our common humanity (Spinrad et al., 2007).Good character 
development, therefore, involves understanding, caring about, and acting upon core ethical and 
performance values. Lickona further indicates that a holistic approach to character education 
therefore seeks to develop the cognitive, emotional and behavioural aspects of moral life 
(Rothbart, 2000:10). The theory provides that learners must understand the core values, study 
them and discuss them through forming caring relationships. They could also learn to act upon 
these core values by developing pro-social behaviours (e.g. communicating feelings, active 
listening, and helping skills) and repeatedly practicing these behaviours through cross-range 
tutoring, mediating conflicts, and encouraging school and community service (Putnam, Gartstein, 
& Rothbart, 2006).  
 
The relevance of Thomas Lickona, as deduced from the above assumptions, is that promoting a 
holistic character education is the basis of building a positive value system that could enhance 
positive discipline in schools. Therefore, educational programmes that the school runs must be 
used to identify core ethical and supportive performance values. These core values should then 
be promoted throughout the educational process. Such educational programmes could include, 
but not limited to, the following: socialization events, tutoring, mediating conflict, and 
counselling sessions. It is through these educational programmes that values could better be 
integrated in school discipline (Eisenberg, Spinrad, Eggum, Silva, & Reiser, 2010:507). 
 
 
The further application of Lickona‟s character education theory would involve using a 
comprehensive, intentional and pro-active approach to character development. In this way, 
schools look through a moral lens to access how virtually everything that goes on in the school 
affects the character of learners (Eisenberg et al., 2010:520). A comprehensive approach uses all 
aspects of schooling as opportunities for character development, which is the school-wide model. 
This includes utilization of the hidden curriculum in moral development (e.g. mentoring during 
school ceremonies, using the educators as role-models, learners‟ relationships with educators, 
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use of the disciplinary policy, and the assessment of learning). It also includes the significance of 
academic curriculum in moral development (e.g. the role of core subjects in provision of 
knowledge that is crucial to moral and character development). For example, the teaching of 
religious education in Ugandan schools must aim at developing the moral character of learners 
although, unfortunately, such a discipline has been largely used for academic purposes to ensure 
that learners pass examinations to go to a higher level of schooling (Nakyanzi, 2004:3). Lastly, a 
comprehensive approach to character education could also include the role of extra-curricular 
programmes (e.g. sports, social clubs, and service projects) in moral formation experiences 
(Gartstein et al., 2011: 34). For example, through promotion of sports and games, learners could 
acquire socialization and organizational skills and values.  
 
Finally, Thomas Lickona emphasizes a Character Education Partnership as the basis of moral 
development and behavioural modification in contemporary schools. The Character Education 
Partnership (CEP) clarifies Eleven Principles of Effective Character Education (Lickona, 1991). 
These eleven principles or elements of character education include: 
1) Character education promotes core ethical values. 
2) "Character" is defined comprehensively to include thinking, feeling, and 
behaviour. 
3) Character education is intentional, proactive, and comprehensive. 
4) The school is a caring community. 
5) Learners have opportunities for moral action. 
6) The academic curriculum challenges all learners and helps them succeed. 
7) The program develops learners' intrinsic motivation to learn and to do the right 
thing. 
8) All school staff members share responsibility for modelling and promoting good 
character. 
9) There is leadership from both staff and learners. 
10) Parents and community members are full partners in the character-building effort. 
11) Evaluation assesses the character of the school, the school staff's functioning as 
character educators, and the extent to which learners could manifest good 
character. 
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The theoretical grounding of these principles of character education, as suggested by Lickona, is 
that they provide 1) the values necessary for character formation, 2) provide avenues for 
improving moral actions among learners, and 3) finally provide roles for educators and learners 
in the process of character development.  
 
 
4.3.8  Ronald F. Inglehart’s conceptualization of values 
 
Ronald Inglehart also provided the conceptualization and impact of values on human behaviour 
(Inglehart & Baker, 2000:44). Inglehart focuses on cultural aspects of values and “value 
dimensions”. In 1981, Ronald Inglehart and Christian Welzel founded the non-profit 
organization World Values Survey (WVS) that conducts world-wide research on values and 
beliefs, paying extra attention to mechanisms of value change and their impact on social and 
political behaviour of individuals. He concludes that a change in value systems of individuals 
and cultures alike is predominantly intergenerational (Inglehart & Welzel, 2005). People are 
most likely to adopt those values that are consistent with what they have experienced first-hand 
during their formative years. This implies that intergenerational value change will occur if 
younger generations grow up under different conditions from those that shaped earlier 
generations–so that the values of the entire society will gradually change through 
intergenerational replacement (Inglehart, 2008:132). For example, secular rationalism is a value 
that seems to gradually replace traditionalism today than ever before. Those who value 
traditional values put emphasis on religion, family ties and respect towards authority. They are 
likely to reject divorce, abortion or euthanasia. On the opposite pole of the spectrum, secular 
rationalists will more readily accept or tolerate abortion, homosexuality and atheistic aspects 
because choice is governed by reason not sentimentalism.  
 
 
One of Inglehart‟s key contributions to studying values is his theory of the western world‟s shift 
towards post-materialism, which attempts to explain how values are formed and how 
intergenerational change occurs: 
1. Values tend to be formed when there is an occurrence of a scarcity hypothesis: In such 
a scarcity hypothesis, people tend to place the highest value on the most pressing needs. 
Material sustenance and physical security are immediately linked with survival. For 
example, people tend to give top priority to those „materialistic‟ values that are often 
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scarce. But under conditions of prosperity, people become more likely to emphasize 
„post-materialist‟ values such as belonging, esteem, and aesthetic and intellectual 
satisfaction. In other words, Inglehart tries to emphasize a pyramid of value satisfaction 
that higher order values are sought if lower level values are achieved and there is no 
scarcity for lower level values (Skiba et al., 2002:322). 
 
2.  The socialization hypothesis also defines values: The relationship between material 
conditions and value priorities is not one of immediate adjustment. To a large extent, 
one‟s basic values reflect the conditions that prevailed during one‟s pre-adult years and 
these values change mainly through intergenerational population replacement (Inglehart, 
2008:131). 
 
Inglehart seems to agree that values tend to be culturally determined and higher-level values are 
sought if lower-level values are attained. Inglehart turns his attention towards cultural values in 
an environment that seeks to strive for the highest good and survival instincts.  
 
4.3.9   Geert Hofstede’s cultural dimensions theory  
 
In 1991, the Dutch social psychologist and anthropologist Geert Hofstede observed and 
suggested that values are elements that are conditioned by culture. He thus argues that personal 
values cannot exist without taking cultural values into account. He calls cultural values to be the 
“mental programs” or “software of the mind”. Cultural values are the framework that is easily 
internalized in early childhood when humans are most susceptible to learning and assimilation 
(Hofstede, & Minkov, 2010:122). Hofstede seems to suggest that understanding of human values 
is dependent on an understanding of the concept of cultural values. Cultural values are thus 
mental programmes. Such mental programmes are largely subconscious elements if an individual 
wishes to gain more control in the value realm (Stika, 2012: 13). Specifically, Hofstede focuses 
primarily on “cultural dimensions” as the basis of what is of value.  There thus three cultural 
dimensions mentioned or suggested by Hofstede: 1) culture and power distance, 2) individualism 
versus collectivism, 3) Femininity versus masculinity and 4) short-term versus long-term 
orientations.  
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4.3.9.1  Culture and power distance 
 
The first dimension is culture and power distance. It describes willingness of subordinates to 
question the authority of their superiors in the context of power distance (Pedersen & Hofstede, 
2002:82). In high power distance cultures such as those of Asian and African countries for 
example, subordinates are obedient and afraid of their superiors because there is a very wide 
power distance between the two groups. This is why it is in some developing countries such as 
those in Africa where one could find a head of state behaving like a small god. This could be 
because of the immense power and authority he or she possesses. Consequently, it could be hard 
for such a head of state to critically understand the economically sorry state of people under his 
or her jurisdiction because he or she is too far from the ordinary life of such people.  
 
 
Wilbur (2013:32) further notes that where there is a wide power distance, hierarchical structures 
are rigid, conservative, and stable. For example, many pre-colonial states in Africa were 
characterized by this kind of hierarchical structure, with the king or chief at the apex of 
authoritarian rule (Njoroge & Bennaars, 2000:40). Low power-distance environments, on the 
other hand, could be found in developed countries such the USA, most of Europe and South 
Africa, where a greater degree of equality and democracy are observed between superiors and 
their subordinates. For example, in many developed countries it is rare for communities to be put 
on tension when a head of state is visiting or planning to visit. Everything remains somewhat 
normal business.  
 
 
4.3.9.2   Individualism versus collectivism 
 
The second dimension describes the difference between individualism and collectivism values. 
Members of individualist societies, for example, are expected to take care of themselves as much 
as possible, and individual rights and values are seen as important. Such individualist values are 
common with political ideologies such as pure capitalism (Rarick & Nickerson, 2008:19). For 
example in capitalist thinking, survival for the fittest is the core value of society. Consequently, 
competition for resources and economic power becomes the order of the day. Individualism is a 
value system common in developed societies where money and wealth is the ultimate end-goal 
(Spinrad, & Eisenberg, 2009: 80). On the other side of the spectrum, collectivist cultures involve 
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a more mechanical system of solidarity where interdependence is integral to the social system 
and often transcends a single human lifetime in the form of family ties. Such cultures are 
common in the so-called primitive societies like those in indigenous Africa where the communal 
aspect dominated the existing social order (Sekamwa, 2000a). In other words, collective interests 
are valued over personal interests.   
 
 
4.3.9.3   Femininity versus masculinity 
 
Femininity versus masculinity continuum constitutes the third dimension described by Geert 
Hofstede. He argues that when feminine principles are valued, a pleasant and conflict-free social 
environment is pursued and cooperation is preferred over competition (Stika, 2012:15). A 
masculine-dominated culture, for instance, supports insubordination (Tamale, 1996:12). The 
suppression of women is a sign of the lack of affirmative action programmes which stalls 
possible development and kills the opportunities for social advancement for particular sections of 
society. This idea of Hofstede about Masculinity versus femininity is similar to that of Carol 
Gilligan who advocates for women involvement in the moral growth process (Gilligan, 1982).  
 
 
4.3.9.4  Short-term versus long-term orientation  
 
In the fourth dimension, there is a tendency towards long-term versus short-term orientations 
(Hofstede & Minkov, 2010). For example, a culture that focuses on long-term values/goals, such 
as China or India, exhibits a greater tendency to respect hierarchies as fixed in time. Again, 
individuals are more open to risk-taking and innovation (Pedersen & Hofstede, 2002:84). 
However, in long-term orientations persistence is preferred over change and innovation. For 
example, it requires a great deal of persistence, dedication and devotion in changing an education 
system and also ensuring critical innovations in it (Harrow, 2002). In short-term oriented cultures 
however, quick results are valued and face-saving behaviour is observed more frequently (Puka, 
2000:145). It is also here that absolutes about good and evil are a fundamental part of people‟s 
beliefs, while in long-term oriented environments good and evil are seen as more circumstantial 
(Stika, 2012:18). 
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In summary, Hofstede‟s cultural dimensions portray how values are defined, ranked, and situated 
in social systems. Issues of power distance indicate that there are societies whose value system is 
based on rigid and conservative structures and hierarchies as opposed to those of a soft and a 
democratic structure. Individualism and collectivism are also values in their own right. 
Individualism is popular in capitalist societies where survival for the fittest is the basis of what is 
of value while collectivism is a popular element in primitive social systems where communalism 
is rampant. The femininity versus masculinity ideology also has critical value areas that are 
pertinent to human growth and development. For example, there are those who believe that when 
feminine principles are valued, a pleasant and conflict-free social environment is pursued. 
Affirmative action is the basis for social growth. On the other hand, Hofstede argues that 
masculinity-dominated societies support insubordination. The suppression of women is a sign of 
the lack of affirmative action programmes which stalls possible development and kills the 
opportunities for social advancement for particular sections of society. 
 
 
Critically examining Hofstede‟s theory of cultural dimensions, one would concentrate on a few 
aspects that are relevant to the present debate on values incorporation in school discipline. At the 
same time, some aspects are quite irrelevant. Issues of equality, for example, are emphasized by 
Hofstede through the femininity versus masculinity paradigm. Equality is a strong value critical 
to human growth and moral development (Turiel, 2002). The theory also advances an idea about 
power as a factor that could determine human development if utilized equitably. Power should be 
used as an engine for social cohesion and equal distribution of resources other than a conduit for 
seeking greater authoritarianism to the detriment of other social groupings. Sergiovanni 
(2006:13) further indicates that positive school discipline could be propelled further if power 
distance between schools is used as a platform for sharing successes for the benefit of the entire 
educational system.  
 
 
4.3.10   The philosophical approach to values: the ethic analysis/axiological standpoint  
 
One cannot ably engage in a comprehensive theoretical debate about values and their constructs 
without an engagement in the ethic analysis or axiological understanding of what constitutes 
values. For that matter, it is well known, at least from Plato‟s Euthyphro and, in modern times, 
from Leibniz‟s discourse on metaphysics, that there are two contrasting views about the moral 
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ethical understanding of values (Iliescu, 2010:4). These views are the theist position on moral 
values and the atheist position on moral values. For the theists, everyone who wants to examine 
moral values by employing the divine aspect of God chooses voluntarism (Association for Bahai 
Studies, 2006:7). Voluntarism implies that all moral truths are contingent on what God happens 
to approve. If God‟s attitudes had been different and he had approved of very different things, 
then very different things would have been good and bad, right and wrong.  
 
 
If God were to come to approve of things very different from those he now approves of, then the 
moral status of these things would change. Thus Hacker (1989:88) argued that had God not 
condemned genocide and rape, these things would not have been wrong. If God were to come to 
approve these things, they would have become morally acceptable. But these are awkward 
commitments, in as much as this sort of conduct seems necessarily wrong.  
 
 
To the satisfaction of atheists, making moral values dependent upon God‟s will is to risk into 
some sort of moral nihilism. The atheist position, according to Brink (2007:67), obtains that 
values are not only a theological obsession; the fact that there is a complexity and diversity of 
schools with diverse philosophies, it implies that a return to religious education ignores the very 
principles of tolerance to diversity. Ethics would appear as simply conveying to us the 
implications of some divine contingent inclination.  
 
 
By analysing the conceptual consequences of such a step, Martin (2007) develops some solid 
arguments against the theist position concerning the heteronomy of ethics. The very subject-
matter that preoccupies scholars here is that atheists claim that morality can be secular ethics 
because of the heterogeneous nature of values that is precisely the question whether religious 
ethics is the only possible one. The idea that there can be no other ethics than the religious one is 
not proved, but just reiterated via the claim that only God can be the founder of ethics. In 
summary, axiologists argue that there is no absolute description of values. Therefore, to regard 
the morality of values as religiously driven is to discard the secularist and pluralist view of the 
very existence of values.  
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4.3.11   General critique of the moral enquiry theories 
 
From the literature on the philosophy of moral enquiry, key conclusions could be discerned. 
These basic conclusions are: 
a) The articulation of values is conducted within the stages of human behaviour right 
from childhood to adulthood. Therefore, a clear classification of values must emanate 
from the human behavioural process.  
 
b) Values are classified into the process values (means) and end-result values 
(ends/terminal). The process values are the activities that help achieve the end-result 
values. 
 
c) Values are also classified into personal/individual level values, institutional level 
values, societal level values and universal values. It would be hard to position values 
if they are not well-classified.  
 
d) There is a critical debate between religious ethics and secular ethics in moral 
philosophy. To some secularists, it is difficult to classify religiosity as a value. To the 
moralists, religiosity is a fundamental value because it emanates from God who is the 
source of values.  
 
e) Human society is struck with value conflicts which lead to problem behaviours. 
Therefore, strategies have to be devised through an analysis of the alternatives in 
order to address the conflict. In other words, indiscipline in schools is a value conflict 
in learners that must be systematically analysed and solutions reached.  
 
 
4.4  The theoretical lens for the chapter: the researcher’s own understanding of values  
 
On a whole, literature and moral enquiry theory seems to provide a diverse view of the nature 
and definition of values as being individual, organizational, social and universal expressions that 
drive human behaviour to what is ultimately desirable to an individual, group, society or universe 
(Weiss, 2007; Davidov, 2008). From the various definitions and theories of values in the 
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literature, the researcher distils the following relevant aspects of understanding the theoretical 
lens for values:  
a) Values are articulated throughout the stages of human development, childhood to 
adulthood. At each stage, there are instrumental or process values that are uniquely 
developed in a human being. 
 
b) Values are categorically developed at the individual, social or group and universal levels. 
In a school setting, there are values that are developed at a personal level (e.g. obedience, 
trust, achievement and hard work). There are values that are developed in a group 
situation (e.g. in a classroom, communication, dialogue and togetherness or solidarity are 
developed as a group). There are also values developed at a community or universal 
level. For example, values like innovativeness, creativity, democracy, human rights and 
patriotism are developed in conjunction with the community.  
 
 
c) The development of values in schools should be done in connection with the family in 
which the child grows. Such accountability is important in cases where some personal 
values like honesty and empathy need an educator to make reference to the learner‟s 
background; to understand the child‟s biological factors in order to ease the integration of 
personality values.  
 
d) At a universal level, there is no equality when pursuing fundamental universal values. 
Hofstede reasons that values have cultural dimensions that rotate around the power 
distance hypothesis. In this framework, there is always a superior force and an inferior 
one. During the process of values clarification, both forces must stand out vividly. For 
example, in a school where minority groups of learners exist, there tends to be no 
equality in pursuit of certain terminal values. Where intelligence is the binding factor for 
instance, one could not expect all learners to have the same academic intelligence to 
pursue a classroom problem because in such a classroom there are dull as well as brilliant 
learners. Therefore, values are relative choices by a particular human grouping. The 
values of one group cannot be the same values of a different group. In the same way, 
values of a particular society differ from the values of another society.  
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e) Understanding values requires an academic engagement in an axiological or ethic 
analysis rooted in a particular epistemology (Jon & Rutherford, 2010:44). Thus, the 
conceptualization of values rests on two conflicting arguments: the theist view, which 
posits that moral values are divinely pursed, and the atheist view, which discards the 
divine view because of the existence of secular views about moral values (Iliescu, 
2010:4).  
 
Based on the above analysis, the researcher‟s own definition of values is that they are the desired 
religious and secular principles of human life developed from childhood through adulthood and 
categorized as individual, group and universal elements that facilitate human goal achievement 
in personal, collective and transient in some ways.  
 
 
4.5 Categorization of values  
 
Because values are diverse and complex, it could be hard to clarify them if they are not classified 
under common categorizations.  Such common categorizations of values would aid the deeper 
understanding of how they are integrated in school discipline and the subsequent linkage to later 
data analysis. In this section the researcher attempts to classify them into four major patterns as 
emerging from the definitions in the literature and theories of moral enquiry. These 
classifications are: 1) Values at the individual-level, 2) Values at the organizational-level, 3) 
Values at the societal-level and, 4) Values at the universal-level (Puka, 2000:135). 
 
 
4.5.1 Values at the individual-level  
 
The values at the individual-level are basically on personality and self-direction. They are 
generated through a psychological process, by understanding individual actions which are 
governed by the mental and character processes.  They are experienced at a very basic individual 
level. They touch the personal traits provided as means to achieving higher order values. They 
define the basic elements of human life such as personal behaviours, personalities and character. 
Examples of individual-level values include the self-directional (personality) values, moral 
values, spiritual values, and aesthetic values.  
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4.5.1.1 Self-directional (personality) values  
 
Self-directional values are values that touch an individual independent of others (Jumsai, 
2005:44). They are basically personal values that develop the self-concept. A critical 
understanding of the self-directional values blends with an understanding of human behavioural 
theory, specifically with Sigmund Freud‟s concept of character and Erich Fromm‟s 
Psychoanalytic Theory. Referring to Sigmund Freud‟s concept of character, self-directional 
values appeal to human character (Batson & Thompson, 2001:54). He says that the development 
of self-directional values is done through individual character formation. He explains the notion 
of permanent neurotic behaviour that occurs in human beings (Batson, Kobrynowicz, 
Dinnerstein, & Kampf, 2007:1340). This neuroticism later influences human beings‟ subsequent 
life stages. It is this neurotic behaviour that influences the patterns of values developing in 
humans (Ryan & Riordan, 2000:454).  
 
 
More so, the behaviours that subsequently develop in human beings gradually drive out certain 
forms of behavioural patterns, especially those that have an emotional attachment on human 
value processes. Freud‟s philosophy could be very instrumental in a school setting where the 
roles of educators are to drive out behaviours that might seem to affect the growth patterns of 
each learner. They could drive out neuroticism by identifying whether child learners have it and 
then gradually inspire good character and values in these children. This could be done through 
instruction and controlling factors such as punishment or rewarding. In other words, Sigmund 
Freud looked at self-directional values as principles that could be used to drive out disruptive 
behaviour.  
 
In another wave, Sigmund Freud looks at character as a “psychic structure and apparatus”. 
Watson, Teague and Papamarcos (2004:376) express that specifically the term “psychic” denotes 
the concept of character defined as being “libidous”. Libidous stems from an instinctual source 
like sexuality, life, and death instincts which drive the individual patterns of value clarification. 
Weaver (2006:345), in support of the foregone argument, postulates that Sigmund Freud looks at 
man‟s character and passionate strivings as the source of personal or individual values. However, 
man‟s character is rooted in his or her sexuality or in a battle between life and death instincts, 
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which define his or her psychic.  Sigmund Freud reasoned that what we seek, as humans in our 
passionate strivings, is an intrinsic aspect of our instinctual apparatus. Hence, this instinctual 
apparatus results in a process of identification of basic and self-driven values that are the 
requirement of a particular historical situation (Batson et al., 2007:1338). A sadistic character 
orientation in humans, for example, is as a result of oral or anal sexuality at a particular stage of 
psychic development. If not treated early might result into negative personality values. For 
Freud, sadism is a personality value which is a fixation at a pre-genital stage of human 
development, and therefore must be treated as early as possible.  
 
Therefore, schools are obligated to uncover the basic individual or personal values by examining 
and fomenting the character of learners. This is mainly because any efforts to change behaviour 
are only likely to succeed if this determining orientation can be changed (Bazerman, 2006:210). 
Character is oriented through classroom instruction, social interaction processes, counselling and 
mentoring. To Freud, use of authoritarianism is the basic form of character orientation because 
children are naturally bad. They can only be corrected through coercive means. Educators use 
their authoritarian mandate to ensure character orientation which takes different behavioural 
enforcement mechanisms (Baumeister & Newman, 2004:17). Sigmund Freud‟s notion that 
character modification is the basis of discovering someone‟s personal values is a strong 
foundational philosophy for modern schools. Many children leave homes and are put to the 
greater care of the educators. At home, many of these children get less character discovery 
trainings. It is the school that carries an after burden to discover the potentials in these children 
by moulding character towards gaining precious personal values through a psychoanalytic 
approach (Baumeister & Newman, 2004:19).  This is because these character orientations have a 
strong impact on child behaviour, which is decisive for any moral judgment taken. Whatever we 
do, feel or think, our behaviour, our attitudes and our character traits can be morally judged in 
terms of the respective underlying orientation of character. 
 
4.5.1.2 Moral values  
 
Moral values are principles to which a person‟s character is judged as being good or bad (Fisher, 
2002:99). Examples of these moral values are love, respect, tolerance, and dignity of a human 
being (Ozolin, 2010:415). Moral values do not necessarily refer to being spiritually deserving, 
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but the ability of a person to live in a morally upright way (Putnam, Marchie, & Luisselli, 
2003:36). One could be morally upright even though not spiritual. It means to display the ethical 
characteristics in humans such as decency (Setran, 2005:108), and the development of personal 
capacities like intellectualism and skill (Marin, 2004:53; O'Brien, 2007:17). Morality is a 
maximization of the common good and a minimization of harm (Rodogno, 2008:144). The 
importance of building morality in humans is to make a precious reminder that people have to 
bring about order, sanity and meaning into their personal lives (Maree, 2003:41; Newell, 
2002:231; Shen, 2009:3).Theoretically, moral values are systematically developed in the 
Psychoanalytic Theory by Erich Fromm. This theory looks at the element of morality as rooted 
in human behaviour (Abdolmohammadi & Baker, 2006:16). The theory asserts that what is of 
human value is the possession of basic moral ideas. These moral ideas can be developed through 
an assessment of behavioural patterns (Ryan & Ciavarella, 2002:179). Such moral patterns raise 
two moral assumptions: 
1. That the question of moral ethics must offer interest about the questions of human 
behaviour per se. In other words, behaviour must be connected with morality.  
 
2. That psychoanalysis has to do with the binding character, morality, and ethics of learners. 
However today, he argues, schools are confronted with an immense variety of human and 
moral possibilities, which suggests that an arbitrariness in moral values is no longer 
workable because moral ideas are relative. For example, what is of moral value in one 
society might not be of moral value in another because of differences in ideologies and 
racial and historical backgrounds. Homosexuality could be immoral in one society when 
it is morally right to practice it in another society, given the pluralistic sense of the world 
today. 
 
Another way of perceiving the moral ideals is to further analyse Aristotelian virtue-ethics. 
Aristotle emphasized that moral ideals exist in positive virtues at every stage of the learning 
process (Kraut, 2002:3-8; Matt, 2004:30-31). In his Nicomecian ethics, Philosopher Aristotle 
indicates that virtues could articulate the moral concept in the life view of the learner (Taylor, 
2003:12) by assuming that learning should generate positive virtues, the education outcome 
should rest upon moral goodness, and the cultivation of virtues in schools is a discussion of 
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moral progressivism. According to Aristotle, the moral process could point to developing in 
learners the power to become accountable for their moral choices and deeds (Pangle, 2003:678; 
Squelch, 2000:15; Tafa, 2002:17-22). Through an examination of “what is the good”,  Aristotle 
is not looking for a list of items that are good that will compound the education system but rather 
that a search for the good is a search for the highest good which is self-discipline (Brickhouse, 
2003:19; Buzzelli, & Johnston, 2002:48-57; DiMuzio, 2000:206).  
 
Therefore, the relevance of Aristotle‟s ethics to education is quite distinct. According to 
Ssempanyi (2002:30), Aristotle claims that the good of a learner must replicate something 
virtuous. The philosophical and educational beauty in this is that, doing anything well might 
require virtue excellence apart from academic activity. Therefore, living well could consist of 
activities caused by the rational soul that is in accordance with virtue excellence. The school, for 
example, works towards producing learners with virtue and moral ideals (Taylor, 2003:6-13). 
Moral values or virtuousness are construed as a refinement of this position in the classroom with 
the highest good coming with the virtuous activity that characterizes civilized education.  
Aristotle's assertion that his audience must already have begun to cultivate virtuousness is a 
discussion about moral progressivism in learning. In order to profit from education for example, 
the child must reflect good habits gained through schooling. Educators and learners must 
experience educational growth not as a burdensome constraint, but as noble, worthwhile, and an 
enjoyable venture. When educators engage in moral inquiry and instruction in schools, they 
approach a disorganized bundle of educators‟ likes and dislikes based on the learner‟s habit, 
behaviour and experience (Pangle, 2003:18). In the course of moral scrutiny, disorder is an 
inevitable feature of childhood and schooling. According to McKerlie (2001:125), Aristotle‟s 
arguments surface in two ways:  
1) During the learning process, learners must develop the proper moral habits 
2) When their reason is fully developed, they must get practical wisdom (phronêsis). 
 
 
However, interpreting moral values to be solely good is an attempt towards a lopsided view of 
what constitutes morality. Moral values are sometimes bad. They indicate the application of 
brutality and the transgression of evil deeds so as to promote what a particular group thinks is 
ideal. For example, the terrorists would tell you that the bombing of the twin towers of the New 
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York World Trade Centre (NYWTC) in the USA on September 11
th
 2001, or the bombing of 
buildings in Baghdad or Afghanistan are cruel attempts meant to promote what terrorists call 
their “moral values”. This picture postulates that not all that is moral must be ideal or positive in 
that regard. Morality could mean violence or evil. Even evil people have their moral value 
system which they struggle to trade to the rest of the world. In conclusion therefore, morality is 
not absolute but relative and the question is, “Should schools integrate all that is of moral value 
(good morals and bad ones) into the schooling process?” If the minds of childhood learners are 
regarded as “tabula rasa” meaning empty slates and innocent by the Platonic philosophy of 
education, how do educators ensure that what is morally bad is not transient onto the very 
learners? 
 
 
4.5.1.3 Spiritual values 
 
The individual-level values could further consist of the spiritual values. The „spiritual values’ 
viewpoint dictates that human behaviour owes its allegiance to the theological standpoint. In 
order to ensure a morally upright person, the relationship between God and man must actively 
interplay (Feldman, 2003:477; Raths, Merrill & Sidney, 2008). This spiritual view is partly 
explained in Saint Augustine‟s doctrine of the political state. The state is described as a family 
defined by the relationship between God and man (Mugagga, 2007:25; Tiel, 2005:18-26). In this 
state, the Divine nature of God is the Centre of what is of value, and man is the inferior being 
that must respect the Divine will (Genza, 2008:45; Ssebwuufu, 2006:67; Ssemusu, 2003:37). 
Therefore God and human values are connected. Without believing in God, Saint Augustine 
argues, human goodness cannot prevail (Brennan, & Modras, 2000:122). The attainment of 
human values is a fostering of spiritual commitment to maintain peaceful coexistence in the 
world (Felderhof, 2002:69-70; Pratt, Pancer, & Alisat, 2010:567). It is God that sets values and 
social order and passes them to man (Smith, 2009:12; Wynn, 2009:649). This leads to the 
resultant application of a person‟s religiosity through prayer and spiritual recollection (Zehr, 
2002:11), in order to extend the superficial reality of God (Mayer, 2002:88; Puamau, 2009:6).  
 
 
The spiritual values hypothesis further indicates that religious experience may take the form of 
an appreciation of the Super Natural Agent. For example, Kasibante (2002:10) argues that 
Christian doctrine clearly defends and interprets spiritual values to be the lens for shaping human 
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character. However, the atheists, those who do not believe in God and the Deity, refute what is 
religious to be all embracing. They show that not all that is spiritual is a value. In this debate, 
they mention that at the helm of what is of value is science and reasoning. All existence is 
explained through science and experimentation. In this line, there is Charles Darwin and the 
theory of evolution which indicates that the world existed first as a small particle or nucleus 
which later expanded to become matter and the physical things we see but not that God or 
religion binds reality. However, it is assumed by those who believe in religiosity that through the 
philosophy of redemptive discipline, schools could positively align their educative process and 
ensure that the right set of spiritual values are extended to the learners in an attempt to build 
education for positive social change. 
 
The significance of spiritual values in education and discipline could, further, be explained in the 
context of the Jesuit Model of education (De Beer, 2000:17; Kasibante, 2001:102). The Jesuits 
were the master architects of the aims and objectives of modern formal education in Europe of 
the 16th Century and onwards. Their astonishing success in the field of education puts them in a 
position of incontestable pre-eminence (Kasibante, 2002:11). For example, Saint Ignatius of 
Loyola‟s (1492-1559) greatest contribution to Jesuit education was that the ultimate purpose of 
schooling focuses on the Christian concept of human life. Ignatius could make education a 
servant of the love of God; love for fellow human beings, and of good deeds. This is the basic 
interpretation of the spiritual hypothesis, philosophy of redemptive discipline, and transmission 
of Christian principles in Christian schools today (De Villiers, 2002:36; Pontifical Council for 
Justice and Peace [PCJP], 2004).  
 
Christian humanism in the 16th Century Europe meant a fusion of classical culture with 
Christian faith, for in the Christian mind there was no polarization and duality between God and 
man. It was extremely important for the 16th Century Catholic Church in Europe, for example, to 
marshal a powerful defence of the faith against the fierce Protestant reformers. Jesuit education 
has a duty to defend and advance spiritualism in Christian schools through building care 
(Postman, 2005). This signifies that Jesuit philosophy of education would aim at spiritual 
formation of learners and embrace serious scholarship, the teaching of letters, humanities, 
science, rhetoric, philosophy and theology, so to say (Kolvenback, 2003:45).  
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However, there is widely a crisis in contemporary western debate about religious ethics. The 
argument about religious ethics presents that, ultimately the crisis is as a result of approaching 
ethics without reference to God. When morality and values are severed from their theological 
roots, secular ethics cannot sustain itself; it withers and dies (Lewis, 2001:48). A brief 
connectivity between God and objective moral values is that if objective moral values exist, then 
God exists (Felderhof, 2002:82). To resolve the moral and ethical crisis, we must recognize the 
character of a good God in whose image valuable humans have been made, as the necessary 
foundation of ethics, human rights and human dignity (Nielsen, 2000:55).  However, there is a 
contrary argument about secular ethics. It indicates that objective moral ethics exist whether or 
not a person or culture believes in God (Objective), which means: 
a) Humans do not have to read the holy book to know about the existence of moral 
values. God and objective morality are not necessarily connected. Secularist moralists 
(secular ethics) suggest that we can have ethical systems that make no reference to 
God (e.g. Aristotle, Emmanuel Kant).  
 
b) Just as we generally trust our senses to be reliable, we should treat general moral 
intuitions as innocent until proven guilty. Our five senses (produce instinct) are 
reliable. Similarly, we have basic moral instincts such as revulsion at taking innocent 
human life or for raping or an inward affirmation regarding self-sacrifice for the 
wellbeing of the child, and euthanasia.  
 
c) Moral principles are discovered not invented. Moral reforms (e.g. abolition of 
slavery, advocacy of human rights for women) make no sense unless objective moral 
values exist (Copan, 2013:6).  
 
 
4.5.1.4 Aesthetic values 
 
These are values such as creativity, imagination and artistic impressionism. They are assumed to 
guide humans into becoming personally, economically and socially creative. Creativity is an 
individual level value that one could not achieve with others. It develops within one‟s personality 
growth trend (Boguslavsky, 2007:34; Miller, 2010:445; Setran, 2005:108; Suzack, 2004:45). 
Aestheticism is means the development of creativity and imagination as a tool for great 
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development in humans. Schools are duty bound to see that learners are taught how to be 
creative as a key survival strategy after school. Suzack (2004: 157) practically contrasts aesthetic 
values to the elements of creativity, imagination, and beauty or aestheticism as the ultimate good. 
For example, when educators engage learners in practical project work they are aiming at 
developing aesthetic values in these learners. The wide unemployment rate of young graduates in 
Uganda today is partly assumed to be blamed on the country‟s formal education system. School 
at times could have failed to teach learners how to be creative, entrepreneurial and innovative by 
over depending on academic achievement. The knowledge gained from school should equip 
learners with the capacity to transform their lives after school when it encourages self-
employment through great innovation. Because of this educational gap, the government of 
Uganda through the Ministry of Education and Sports (MoES) is encouraging more 
Vocationalization and skilling courses at all school levels. Therefore, the pattern of school 
discipline could also have an element of innovative instructions given to learners by educators. 
Aesthetic values could also be nurtured through establishing Further Education and Training 
(FET) programmes in schools, which are arranged in the form of industrial training and 
internship courses for learners to prepare them for life ahead.  
 
 
4.5.2 Values at the organizational-level  
 
Values at the organizational level are those that propel organizational progress. In this section 
these values are the leadership values and motivational values.  
 
 
4.5.2.1 Leadership values 
 
Organizations have goals to pursue through people (Passi, 2006). In order to purse these goals, 
leadership must be offered. A leader, according to Passi (2006), influences activities in order to 
ensure achievement of goals. In a school for example, a principal‟s role as a leader is to ensure 
that academic work aids the goal of quality schooling. Effective leaders possess self-concept 
through being charismatic, transformational, visionary or inspirational (Baumeister & Newman, 
2004:16). This self-concept could focus on developing humans into exceptional leaders who 
could have extraordinary effects on their followers and eventually on organizational systems 
(Ashour, 2002:415). Leadership values could be developed in order to push leaders to transform 
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the welfare of followers. They could basically concentrate on human needs, preferences and 
aspirations. Furthermore, it is assumed that leadership values may partly explain the basis for 
collectivism in decision-making and absolutism of the leader (Watson, 2007:334). Leadership 
values may be directive and goal-oriented (Nsubuga, 2008). Education, for example, could have 
goals and could aim at directing learners towards such goals.  
 
 
4.5.2.2 Motivational values 
 
Human beings join organizations to achieve two things, organizational goals and human goals 
(Oyesola, 2002). In order to achieve organizational and human goals, management must 
motivate staff (Maicibi, 2005:18). Motivation is an intrinsic drive within staff that propels them 
to automatically work towards goal achievement. For example, the terms and conditions of 
service for educators would be motivators for high performance. Abraham Maslow provided a 
hierarchy of needs such as physiological needs (clothing, shelter), security, affiliation 
(belongingness, benevolence, tradition, and conformity), esteem needs (like stimulation, 
excitement and power), and self-actualization needs (cf. achievement). All these needs are values 
which are defined as goals that humans strive to achieve in their organizations. Nevertheless, 
values cause followers to become highly committed to the leader‟s mission, and to perform 
beyond the call of duty (Watson, 2007:334-336).   
 
 
 
 
4.5.3   Values at the societal-level 
 
These are values that are reflected at the level of society. Examples of these include the social 
values and cultural (traditional) values.  
 
 
4.5.3.1  Social values 
 
According to Waghid (2003:64), social values could be those values that transgress within 
societies with the purpose of defining the nature of social functioning. Social values are assumed 
to be instruments of socialization (Maicibi, 2005:42). Socialization values could emphasize the 
importance of the goals and principles of the community as yardsticks for positive living 
(Stewart, 2004:320-325). These social values could be a reflection of both survival and trans- 
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survival skills (Mabeba & Prinsloo, 2000:35). The basic philosophy about social values and 
socialization is the „social contract‟ by Jean Jacques Rousseau. He describes that the state of 
nature, in which man lived before the social contract, was “a war against every man”. By 
creating a “solitary”, condition for man which is “brutish” and “nasty”, naturally bad experiences 
emerge to destroy man‟s nature (Nkata, 2005; Maree, 2003:4).   
 
 
Naturally, the „social contract‟ could be a mystical construct by which the individual merges into 
the community and becomes part of the „general will‟. People use the general will to guard their 
status quo. When learners join schools for example, they become part of the general will or 
social contract. They accept to be governed by the school‟s ethos in order to maintain order. In 
other words, the general will brings men together to acquire social values. The society provides 
principles that govern every member. For example, Sekamwa (2000a:17) says that in the African 
traditional society, the community propelled its culture through informal education. Such 
informal education included sayings, riddles, and folktales. These teachings were passed onto the 
child learners by elders using the fire place school that could at times describe the social 
heritage. In case of disruptive behaviour, the social heritage may provide means to destroy this 
natural self in the learner. Society seeks to restore the fundamental social values and social 
interaction as it prepares man to leave as a community. This implies that man has to respect the 
established order and custom of the community in order to get out of a state of solitude (Du 
Preez & Roux, 2010:16).  
 
4.5.3.2  Cultural values 
 
The society could help man to recover from his solitude through clearly spelling out its value 
system (Mitzi, 2008:88). This value system is referred to as the culture of the society exhibited 
through its customs and norms. Cultural values, in this sense, could be the rules that every social 
being may respect with authority and tradition (Morrison, 2000:43). They could at times propel 
the ideal of the community (Apple, 2001:21). This is because the community or society has 
cultures which maintain the cream of its quality and structure. It is referred to as acculturation. 
Cohen (2006:266) argues that cultural values could foster community ideals and behaviours and 
it is through these community ideals and behaviours that the culture of a society is transmitted 
from individual to individual, and from generation to generation (Naong, 2007:283). However, 
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cultural values tend to differ from society to society and from nation to nation (Karakas, 
2009:18). For example, a culture of a given tribe or ethnic group is quite different from another 
grouping. It is through such diversity of cultures that societies could ably define their uniqueness, 
although cultural imbalances tend to be frequent in society (Du Preez & Roux, 2010:23). These 
cultural imbalances originate from cultural differences, ideology, ethnicity and social disparities 
(Barry, 2001:334; Parekh, 2000:144). For example, Gikandi (2001:18) indicates that differences 
in cultural values may arise when the dispossessed are barred from sharing the regimens of 
power.  
 
 
In another development, Davidov (2010: 171) defines culture as a system of particular concepts 
and knowledge widely shared within a society. It is from the culture that society is distinguished 
from others. For example, in Uganda there are many tribes with distinct cultures. It is these 
cultures that make these tribes quite different from one another, in organization and form. 
However, culture is learned from the elders who pass it onto the young ones from generation to 
generation (Njoroge & Bennaars, 2000). Culture is also deeply rooted within groups of people. 
Therefore culture is quite resistant to destruction and change, although it is assumed that some 
major shifts in societal conditions might change culture (Du Preez & Simmonds, 2011:325).  
 
This process is more likely to take precedence through intergenerational population replacement. 
For example, when humans grow and die, after some time a new generation features. This new 
generation does not know what transpired long ago. It is this lack of knowledge due to a 
generation gap that tends to lead to cultural change. Many of the cultural practices of the fore-
fathers begin to fade away with generational changes (Vogel, Seaberry, & Kelly, 2003:38; 
Sekamwa, 2000b).  In the same way, school cultures tend to fade away depending on structural 
changes and generational gaps. However, when imparting the right cultural values, educators 
could borrow from their lived experiences (Mohapi, 2007) such as the good customs in the 
schools they used to go to when still young, the modes of behavioural modification that were 
used on them in the past as young people. In his doctoral thesis, the effect of educators’ lived 
experiences on classroom management in schools in the Mpumalanga region, Mohapi (2007) 
reasons that educators tend to borrow a leaf from their lived experiences in order to inform 
management of discipline in their present schools.  
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Sometimes, however, such lived experiences could have been harsh that they would wish to pass 
on the same harsh controls used during their time to the learners in the contemporary school. The 
danger in this is that most educators today could have studied under conditions where punitive 
sanctioning was the major form of disciplining learners. Today, punitive sanctions such as 
corporal punishments are widely banned in schools (Mohapi, 2007:34). At the same time, 
today‟s pluralist school could be right to resist over-reliance on spiritual instruction in the 
missionary school establishment. This is because in a pluralistic society diverse ideologies could 
demand striking a balance between modern democratic thinking and conservative education in 
olden days where the elder is always right and not questioned (Botha, 2004:240). But according 
to Schwartz, Melech, Lehman, Burgess, Harris and Owens (2001:528), culture could have a rich 
complex of meanings and practices prevalent among a particular class of people, although it is 
hard to measure. In a modern sense, films, stories, laws, economic institutions, social habits, 
governmental decisions are all its “inter and intra elements”, and are indirect measures of 
culture. However, another shift in the scholarly conceptualization of culture demonstrates that 
culture could mean the place where members of a social caste attempt to avoid uncertainty by 
reliance on traditions and rituals in order to alleviate change in the future (Wynn, 2009:645). In 
other words, people deeply in love with culture are usually conservative (Tan, 2007:564).  
 
More still, it is important to note that cultural conflicts may occur, and power struggle could be 
one of the principle causes of such conflicts (Conger & Pearce, 2003:13). When power in a 
particular group or community is not equally allocated, then conflicts arise. This is due to the fact 
that power is an important cultural value. For example, Brislin (2000: 21) examines that in a 
cohesive group; members of a particular culture may accept and expect equal allocation of power 
as an element of solidarity. On the other hand, the danger in the creation of social distance and 
uneven distribution of power is that group schisms may arise (Watson, 2007:331). Tensions 
between minority groups and superior ones tend to be numerous, resulting in group politics. 
Worse still, when such power turns into greed there could be the creation of structural 
differences that might instead destroy the cultural element of group cohesiveness. Such cultural 
inequality creates autocratic leadership, and centralization of authority emerges. To educators, 
when cultural values are propelled in schools emphasis could be on trying to reduce possibilities 
of inequalities arising out of the possible schisms from minority groupings against superior 
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groupings. Sometimes indiscipline could occur where such inequalities arise. In chapter three, 
the social dimension to school discipline clearly indicated that sometimes behavioural threats 
might arise from the tendency for minority groups in the school to fight for their rights.  
 
4.5.4  Values at the universal level 
 
Values at the universal level are assumed to be those at the apex of human society. These are 
values for every society, nation and humanity (Morrison, 2000:210; Parker-Jenkins, 2002:4). 
Universal values are classified into trans-situational values and citizenship values. 
 
 
4.5.4.1  Citizenship values 
 
Universal values constitute citizenship ideals such as political democracy, good governance, 
patriotism, economic prosperity, legal rights (constitutionalism), human rights and freedoms 
(Wolfsdorp, 2003:312). The human rights values, for example, could be the right to live, the 
right to grow, the right to vote, freedom of religion, right of demonstrations and freedom of 
speech (Holland, 2002:349; Parker-Jenkins, 2002:5).  Annan (2003:1) in his lecture on the 
subject, „Do we still have Universal Values?‟ argues that human rights values are enshrined in 
the Universal Declaration of Human Rights and the Bill of Rights. Furthermore, universal values 
constitute gender equality through an exposition of emancipatory liberties as enunciated by Carol 
Gilligan (cf. women rights) (Schwartz, 2006:139; Taylor, 2000:820). These gender equality 
values articulate the social emancipatory philosophy embedded in the femininity dynamics of 
modern destiny. This view is proposed by the activists of the feminist ideology and post-
liberalization movement who tend to deduce that universality should not contravene gender 
equity, sexualities, gender parity and gender equality doctrines (Jost, Blount, & Hunyadi, 2003: 
55; Tuyizire, 2008:24).  
 
Hofstede and Minkov (2010:56) modify the above view when they refer to universal values as a 
revelation of masculinity and femininity dichotomies in the context of cultural interpolation. In 
the latter work of Townsend (2004:51), the masculinity-femininity scaffold refers to goals 
traditionally for male-domination such as advancement, job security and leadership positioning 
in traditional society. Liu (2000:100) is not far from Townsend‟s point of reference when he 
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indicates that in masculinity-bent societies or patriarchal communities, assertive behaviour and 
competition lead the way while feminine cultures prefer compromise and negotiation.  
 
4.5.4.2 Tran-situational values 
It is also important to recognize that universal values tend to define lines of diversity 
(Bagumisiriza, 2010:14). This is because universal values are trans-situational. For example, 
American values are different from African values. The practices and interpretation of western 
marriage are quite different from those of African marriage. What is regarded as of universal 
value in one ethnic group might be a value conflict and problem in another. For example, 
polygamy is cherished in Africa while monogamy is a western form of companionship in the 
institution of marriage (Catholic Marriage Values and Social change, 2006:10). At the same 
time, democracies and freedoms are all interpreted differently in different geographical settings. 
The freedoms interpreted in the American constitution are not the same as those in the Arab 
constitutions. This is still why the one group might regard their constitution to be the best 
expression of human freedoms in the world compared to others. In education, different schools 
and founding bodies might have different universal values on which they build schooling and 
develop child character. Values expressed in church founded schools, for instance, are slightly 
different from those of Islamic schools.  
 
 
Finally, trans-situational values depict a sense of universal togetherness (Alison, Carr-Chellman, 
& Savoy, 2009: 3; Bickmore, 2003:22).  This is possible where there is need to reconcile diverse 
values. In order to reconcile diversity of trans-situational values, Townsend (2004:55) discerns 
that there is need to have dialogue about values in our different contexts as a way of transcending 
our comfort zones. Such dialogues must encourage positive integration and cohesion. In a similar 
point of reference, Wei (2008:68) resonates that these dialogues should be based on the critical 
assumption that humans might express their rights in different ways.  Weaver (2006:345) was 
quite right that there are no “ideal values”. In order to practically dialogue, principles of 
togetherness must transcend in the universalization of trans-situational values (Adelani, 2008:5; 
Kathleen, 2005:8; Kimberly, & Barnett, 2009:45). Togetherness has politically emerged into 
globalization, regional integration, and trans-nationalization of ethnic principles, inter-faith 
dialogue, and the emergency of paradigm shifts from traditionalism to collegial leadership.  
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4.6   Conclusion  
 
This chapter examines the concept of values which defies a prescriptive definition. Values could 
be defined at the individual, organizational, societal, and universal levels. Several theories 
depicting a deeper understanding of values have also been advanced. However, the researcher‟s 
own definition of values is that, they are human principles developed from childhood to 
adulthood and categorized as individual, group and universal elements. Such elements facilitate 
human goal achievement and yet others are goals themselves which are personal, collective and 
transient in some ways. The ultimate aim of values is to direct humanity to what is desirable 
through the character education approach.  Because values seem to be scattered principles, the 
chapter attempts to classify them into four distinct groupings: 1) individual-level values such as 
the self-directional (personality) values, moral values, spiritual values, and aesthetic values; 2) 
organizational-level values such as the leadership and motivational values; 3) the societal-level 
values such as the social and cultural values; and 4) the universal-level values such as the 
citizenship values and trans-situational values. Chapter five examines how values could be 
integrated into school discipline by distilling a connection between his definition of values and 
that of school discipline and how such a linkage would later link to data analysis.  
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CHAPTER FIVE 
 
LITERATURE REVIEW: INTEGRATION OF VALUES INTO SCHOOL DISCIPLINE 
 
 
5.1  Introduction 
 
This chapter focuses on the integration of values into school disciplinary management as given in 
the literature. The first section dwells on the significance of integrating values into management 
of school discipline, followed by a section on the theories explaining values integration. 
Attention is also paid to the various methodological approaches to the Values-Education-
Programme (VEP). The VEP framework is currently used by countries to propel values into 
school management and pursuance of positive discipline. The chapter further provides a 
conceptual mapping of the study and ends with a conclusion of all the literature chapters. 
  
5.2  Significance of integrating values into management of school discipline 
  
Values exist in the entire culture and construct of human society. Similarly, values could occupy 
an indispensable role in society (Davidov, 2010:170). Therefore this could imply that society 
cannot leave in harmony without a set of values, which act as intangible principles that govern 
human life. In this section, the researcher demonstrates the roles of values in schools with 
specific reference to ensuring positive learner discipline. The roles may include developing 
learners‟ character, positive citizenship, promotion of self-discipline and pedagogic discipline, 
values act as compliance measures with rules and regulations, and they encourage learners‟ self-
achievement, dealing with the moral dilemma and the articulation of the spiritual self in learners. 
 
 
5.2.1 Developing learners’ character 
 
In schools, values could develop learners‟ character in order to suit the moral demands of the 
society in which a child grows (Morrison, 2001). For example, Lawrence Kohlberg indicates that 
the process of incorporation of values among children follows the moral developmental stages. 
In this way, values may assist in shaping the moral trail of children (Crain, 2009:110). However, 
these stages begin right from the gradual development of child personalities at home and in 
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school. Personalities are qualities in an individual or child which determine self-behaviour 
(Cohen, 2006:268). For instance, enhancement of self-behaviour could imply that children‟s 
personalities are developed to what are morally and socially acceptable standards (Veugelers, & 
Vedder, 2003). If such personalities are not remodelled to reflect goodness, a child or learner 
might remain enslaved in his or her bad behaviours. The role of education is to change 
personalities in order to reflect good deeds (Berkowitz, 2002:43). Education builds character 
through the altering of personality values. Therefore, Calin (2004:1) shows that values promote 
character education that is considered as the basis for the vision of national building. Character 
education exists to create an ethical society with good culture and civilization (Al -Hooli & 
Shammari, 2009:382).   
 
Before considering the development of character in learners, it would be better to ground the 
definition of character. Berkowitz (2002:47) defines character as an individual‟s set of 
psychological characteristics that affect a person‟s ability and inclination to function morally. It 
is what leads to a person doing the right thing or not doing the right thing. Further, he proposed 
the so called moral anatomy comprising of psychological components which constitute a moral 
person. There are seven parts to the moral anatomy: moral behaviour, moral values, moral 
personality, moral emotion, moral reasoning and moral identity (Coulby, 2000:23). Along with 
this, Dahlberg and Moss (2005) ascertain character as understanding, caring about, and acting 
upon core ethical values such as respect, responsibility, honesty, fairness, and caring. Therefore, 
values are channels through which learners‟ character could be refashioned.  
 
 
 
 
5.2.2  Promoting positive citizenship 
 
Values further promote positive citizenship among learners as they (learners) prepare for life 
after school. De Klerk and Rens (2003:360), for example, argue that values could be 
incorporated into school discipline in order to promote citizenship education. In other words, 
values such as being honesty are meant to prepare learners to become honest citizens. In most 
schools in Uganda, educators teach values through establishment of “talking compounds”. This is 
mostly rampant in primary schools. School compounds are decorated with words and phrases 
which encourage learners to do good, avoid bad activities, and provide channels of becoming 
responsible and respectable leaders (Kasibante, 2002:13). For instance, the talking compound 
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could have words such as “respect elders” and “laziness is the root cause of poverty”. In these 
words, educators pass on values to the young ones in order to develop good citizens. Such values 
are those that encourage self-dignity and social responsibility in order to produce people of great 
deeds and thoughts.  
 
 
Because citizenship education aims at promoting 'active citizenship' and not just mere knowledge 
and skills, a values dimension is central to the enterprise. This is because the idea of education 
connotes more than just knowledge and understanding (Rossiter, 2009). It also includes the 
acquisition of values for lifelong learning. Education is concerned with bringing about human 
change through citizenship values like emotional maturity and aesthetic sensitivity. For example, 
Lovat (2000:5-7) argues that aesthetic values specifically give learners the capacity to be creative 
and innovative.  Other such citizenship values developed through a schooling process include 
beliefs and social commitment (Bergmann & Ridlin, 2000:73-85). For example, Ssemusu 
(2003:40-42) adds that integrating values into the school disciplinary process should be done for 
purposes of imparting civic values and responsibility. 
 
 
5.2.3  Promotion of self-discipline  
 
It is also evident that values may promote self-discipline in learners. De Klerk and Rens (2003: 
354) conducted a study on school discipline in South Africa. They observed that reports on the 
lack of discipline in South African schools, the absence of consideration for one another in 
society, the high crime rate and incidences of violence, could be partly due to a strong lack of 
values conducive to a healthy society and a well-disciplined school community. The magnitude 
of crime in schools and the lack of self-discipline as indicated by the behaviour of both learners 
and educators significantly account for primary causes of the erosion of a learning and 
educational culture. Ryan and Bohlin (2000) argue that people's moral compasses are shaped by 
a number of self-discipline factors, from their inherent values, and those developed from their 
own experiences and encounters. 
 
Values provide people with a moral starting point because such values are what orient people 
appropriately and strengthen their behavioural patterns (Veugelers, 2000:45). In order to bring in 
values for self-discipline in schools and in classrooms, educators could concentrate on 
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approaching classroom instruction by emphasizing virtuous living (King, 2005:420). In the 
virtue-centred approach to classroom instruction, educators could begin their class by 
introducing a subject on corruption in society. The brief scenarios and discussions delving from 
the content of the subject matter could show how educators might approach the question of self-
discipline under the banner of human character in the subject matter and texts read and written. 
The classroom centred on virtues contributes to a strong effort to foster self-discipline through 
the school curriculum. For example, the characters learnt in history as a classroom discipline, 
and the actions exhibited could provide significant lessons regarding the development of 
character and discipline in society (Nansikombi, 2012:14). Adelani (2008:4) concludes that in 
order to build a sense of self-discipline in learners, the sort of values that educators impart into 
learners through the curriculum or out-of-class activities must bring about constructive 
behaviour.  
 
5.2.4  Promotion of pedagogical discipline 
 
It is also important to note that values could promote pedagogic discipline (Zalta, 2003:4). 
Felderhof (2002:78) similarly indicates that pedagogic discipline refers to the child‟s voluntary 
acceptance of the influence and teaching of the adult educator as a distinct value system. 
Through this encounter, the child learner could get personal appropriation of the good 
knowledge, dispositions, and ideals from the educator. This appropriation may come about as a 
result of the use of moral values and principles to act as disciplinary control measures. Genza 
(2008:80-92) similarly articulates the role of values in strengthening pedagogic discipline. He 
says that pedagogic discipline could be strengthened using academic values. Academic values 
might facilitate a school‟s entire disciplinary process. For example when learners are seriously 
pursuing their intellectual demands, it could be hard to realize disorder in schools, except in 
some cases where indiscipline might be used by some learners to propel such academic demands 
(Sergiovanni, 2006). Such demands could be the need for a well-stocked library facility, and 
materials for running practicals in some science-related courses. 
 
5.2.5  Values act as compliance measures  
 
In another point of focus, the roles of values could also be to provide learners with a framework 
with which to enable them comply with school rules and regulations. Values could act as 
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yardsticks for measuring learners‟ behaviour. In order to solidify such compliance, Halstead 
(2000) says that values must represent the emotional rules, and behavioural standards by which a 
school organization organizes and disciplines itself. This is because values are the precious 
reminder that learners obey to bring order and meaning into their personal, educational, and 
social lives (Calin, 2004:11-15). In addition, values are the best avenues through which rules and 
regulations could be propelled in schools if positive discipline is to be realized (Namusisi, 
2004:88; Kiwanuka, 2001:289). Finally, Lyons (2005:11) concretizes that values might prompt 
the inner acceptance of being obedient to school rules and regulations. 
 
Values could also be the psychological control mechanisms that enhance learners‟ discipline 
(Minnaar, 2002:87; Nakyanzi, 2004:12). This is because values are not written rules although 
they could provide self-control dynamics (Prencipe & Helwig, 2002:844). For example, culture 
and social norms of a particular group are known to be the central foci of moral goodness and 
behavioural modification in such a group, although such culture and norms may not be written 
(Rossiter, 2009:600). The strengths of values, as instruments of learner‟s behavioural control, is 
further indicated by De Klerk and Rens (2003:356) who argue that values should be integrated 
into school discipline for the fact that they are school actions that are in accordance with the 
moral obligations and standards of the school in the maintenance of positive behaviour. 
 
5.2.6  Values support learners’ self-achievement 
 
Achievement motivation theorists attempt to explain peoples‟ choice of achievement tasks, 
persistence to those tasks, and the vigour in carrying them out (Eccles, 1992:1). Models of 
achievement motivation posit that individuals‟ achievement-related values are important 
determinants of individual progress. The expectancy-value theory and the self-efficacy theory, 
for example, have proposed that individuals‟ expectancies for success play a prominent role in 
individuals‟ motivation to perform tasks. Individuals will tend to do tasks with strong positive 
values and avoid tasks that have negative values in them. In this way, Eccles‟s views on the 
achievement motivation models rightly depict that values promote self-achievement in 
individuals (Eccles, 1992). In a school context, Ssempanyi (2002:44) argues that values 
developed in learners enable them pursue success in academics, talent building and also emerge 
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as social winners. Expectancies, therefore, are individuals‟ anticipations that their performance 
will be followed by either success or failure.  
 
Through defining the values of success, people anticipate the relative attractiveness of 
succeeding on a task to prevail. During task accomplishment, learners‟ achievement goals and 
their task-specific beliefs are all channelled towards positive results developed through their 
individual values like determination and will-power to accomplish (Hunter, 2000). Values are 
exhibited in learners‟ expectancies. And these expectancies for success refer to learners‟ 
evaluation of their competence in different areas. For example, the learners‟ competencies in 
sports, academic work and leadership develop strong school achievement for them, and later on 
for the society they belong to.  
 
5.2.7  Values deal with the moral dilemma 
 
Some educators and scholars believe that if values could be integrated into the management of 
school discipline, they provide solutions to the moral dilemma (Maree & Cherian, 2004:77; Van 
Wyk, 2001b:199). Values are relatively stable moral choices which build a sense of obedience 
among learners to respect the directives of educators. For example, Oosthuizen, Roux and Van 
der Walt (2003:373) argue that values will influence a learner to be obedient to the instructions 
of the educator in the classroom. The values also provide lines of moral and ethical authority, 
which act as indicators of moral uprightness (Hackley, 2000:5). For example, a school might 
indicate that alcohol is forbidden on campus or that indecent dressing shall not be tolerated. 
These are moral choices turned into school law. They are values that restrict a certain form of 
undesired behaviour to take place in school (Briley & Wyer, 2001:226). 
 
Ehrlich (2006:81-83) rightly puts it that addressing the moral dilemmas in the school or 
classroom, for example, can be particularly helpful in maintaining positive discipline where each 
learner‟s way of thinking and acting is controlled by the moral system. In this case, Nkwaju 
(2004:13) reasons that moral values determine what ought to be to which all learners‟ moral 
judgments rotate. The classroom therefore provides an excellent setting in which to practice the 
needed moral judgment. In a specific experience, allowing learners to participate in condemning 
academic cheating lessens the distortment of learning (Ritchie, 2008:5). West, Ravenscroft and 
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Shrader (2004:178) argue that cheating is a moral issue that may indicate that values considered 
essential to moral uprightness have not been instilled. Burrows (2007:51) observes that cheating 
is almost universally condemned yet it is widely engaged in. The school authority therefore have 
to become motivated to make the effort to teach such moral and ethical values in order to 
establish a relationship between the behaviour exhibited by learners when in school and that 
behaviour subsequent to their professional practice. Schools cannot presume that learners will 
develop greater ethical sensitivity and awareness upon graduation without prior instruction and 
guidance on the part of the educator.  
 
In this way, values if articulated in learning can help in developing moral consciousness about 
the many moral challenges in today‟s world. For example, Denig (1999:14) supports that 
learners need to be taught about values to avoid appearing to be drifting in a sea of conflicting 
opinions. Their world is a constant barrage of media competing for their attention. The 
generation of today‟s learners acts with the promotional ideal that an active life is the only life 
worth living.  Patel (2007:40) also argues that when learners are confronted with the horrors of 
the holocaust and the reality of the nuclear weapons and the fighter jets, the scourge of the HIV 
virus or AIDS and the violent death of friends, when suicide is one of the chief causes of death 
among adolescents; it is clear that things have not turned out as well as could be hoped. The 
moral promise that things not only will, but are getting better has turned out for many youth to be 
an empty promise. It is also clear to indicate that values are not used to confront the moral 
challenges of life especially in the school. Durlak et al. (2007:280) provide that learners need to 
learn that there are values greater than themselves to which they may commit their moral lives. 
This commitment adds meaning to life (Flannery, 2005:45).  
 
Finally, there are comparative studies on the role of values in German and European schools. 
These studies confound that values are intended to shape the destiny and moral status of learners. 
For example, Kruger (2003:7) complements that the excessive moral degeneration in German 
schools today explains the fact that educators no longer emphasize the fundamental values that 
learners must get. Even Putnam, Marchie, and Luisselli (2003:10) supplement that the dwindling 
education system in Europe is partly blamed on parents and educators who have neglected their 
parental obligations such as teaching the young ones prayer, encouraging honesty and good 
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deeds and yet, these very values are the cornerstone of promoting positive value-based 
education.  
 
5.2.8  Values support the articulation of the spiritual self in learners 
 
If cultural continuity could be maintained in schools, religious values may be transmitted from 
one generation to another. The socialization theory stresses that the family, school and peer-
influence are the basis of religious value transmission (Dean, Petrillo, & Ella, 2002:570). 
Religious values provide a spiritual view of schooling (Felderhof, 2002:82). And this spiritual 
view is intended to mould a pious person; one who loves doing good things. The integration of 
such religious values into disciplinary management aims at building a sense of divine tolerance 
in the learners (Shen, 2009:4). Therefore in order to have a God-fearing learner, there should be 
an incorporation of spiritual values using the teaching process. King (2005:434) argues that the 
current interest in spirituality in schools reaches far beyond the circle of religious education 
specialists. It expresses a widespread concern with the rediscovery of a much neglected 
dimension in contemporary society and education.  
 
For example, the history of the beginnings of formal education in Uganda indicates that the 
missionaries brought formal schooling alongside spiritual rearmament of the new converts. The 
intention was that the teaching of reading, writing, and arithmetic (3Rs) must be supplemented 
with Godly virtues as the basis of true modern education (Kasibante, 2002). More so, the report 
of the Congregation on Catholic Education [CCE] (2008:211-217) points out that the role of 
religious values in schools is to maintain order in learners. In order to promote such order, 
learners need to have a sense of what is divinely good throughout their human actions. 
According to DiMuzio (2000: 205), religious values if promoted objectively, may cause the 
educators and learners to appreciate the Divine-will transient in the education process.  
 
Therefore, strong religious values are important to counteract even the problem of the emerging 
secular humanism that educators are exposed to. In such secular humanism, many public schools 
are busy indoctrinating learners into values contrary to the values of religiosity. There is a 
problem of meta-narrative philosophy, where excessive emphasis in schools is drawn to the 
provision of scientific knowledge, the development of reason and excessive freedom at the 
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expense of promoting a God-fearing person. Bailey and Ross (2001:34) mention the new meta-
narrative that has hit schools: 
“Today, life is about self-fulfilment and satisfying one’s personal desires 
rather than about learning to love God and neighbour. Value claims, 
including moral claims, are relative and subjective rather than objective and 
absolute. Freedom is essentially the absence of restraints rather than about 
the result of obeying God (or, for Plato, confronting one’s life to the beautiful, 
the good, and the true); autonomy ought to be the chief goal of education 
rather than, as traditional Jews and Christians believe, heteronomy (living 
under the authority of God)”. 
  
 
However, it would be too subjective and biased if the values articulated are more inclined to 
promoting religious sentiments in learners in today‟s secular world-view of the school. Schools 
today give equal treatment to evolutionary theory and creation science, as they do with religious 
ethics (Lategan, 2009). For example, a debate on the claims to control the form and content of a 
child‟s education is turning to be more relativistic. Such a debate points to the accommodation of 
the secular view of child instruction like it is with the Christian mind-set in schools (Arum & 
Way, 2003).  
 
Although still debatable, secular education (with its secular practices) is expected to have a 
modernizing influence on learners. It is specifically supposed to maintain independence of mind 
even in the face of spiritual and moral battles (Kasibante, 2001:103). In religious societies which 
try to preserve their strong religious heritage, formal education may have little or no impact in 
changing an individual‟s modernizing perspective.  
 
When the colonialists came to Africa with their modernizing influence, they had to find means 
and ways of overcoming the religious influences of the missionaries who reported earlier in order 
to give leeway for modernizing aspects and formal schools which contradict religious thinking 
but are critical in social progress (Sekamwa, 2000a). For example, in modernising society 
education needs not only religion as an influencing factor but also economics, politics and 
technology. These factors must be breed in the educational process to help protect the role of 
formal schooling in maintaining social progress.  
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From the above analysis, the researcher reasons that the role of values is to propel individual and 
moral consciousness, social responsibility and citizenship through a school or community 
setting. Individual consciousness is developed through personality traits like leadership while 
moral consciousness is developed through the exhibition of good or bad behaviour. For example, 
in schools learners may decide to be disciplined or indisciplined in their conduct. Educators must 
therefore emphasize good values that bring about positive discipline in learners. Social 
responsibility derives its elements partly from the concern with community or social growth. 
Examples are when a learner becomes a professional ready to contribute to the welfare of 
society.  Finally, citizenship is developed through consciousness about the need to tackle the 
challenges of pluralism such as democracy and freedoms. This implies that learners are 
becoming more careful about constitutional requirements, the law, and their rights about 
accessing basic needs.  
 
5.3  Theoretical significance of values integration into school discipline  
 
There are theories which clarify the significance of values integration into management of school 
discipline. Within the framework of this study, Socrates‟ value clarification theory and John 
Dewey‟s educational philosophy are described and discussed. 
 
5.3.1  Socrates’ value clarification theory 
 
Socrates (469 B.C-399 B.C) was an Athenian Greek of the second half of the fifth century B.C. 
He was deeply engaged in open philosophical discussion and debate on fundamental questions of 
ethics, politics, religion and education. His philosophical convictions on moral virtue, such as 
courage or justice, pointed to the conviction that our souls are more important for our lives than 
our bodies or external circumstances (Benson, 2000:443). In this, Socrates meant that morality 
drives the human life engine, and the actions of human behaviour (Brickhouse & Smith, 
2000:82). In this dimension, Socrates was exchanging about the significance of moral values, 
labelling them as existent in our souls (Dahlberg, & Moss, 2005). The quality of our souls, for 
example, determines the character of our lives, for better or for worse, much more than whether 
we are healthy or sick, rich or poor (Brent, 2000:114). This signified that moral character drives 
human behaviour, either for the good or bad side (Raths, Merrill, & Sidney, 2008:101). For 
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example, schools try to ensure that learners choose between doing good or bad as the basis of 
acquiring virtuousness. In other words, the school is a training ground for moral character which 
is charged with the duty of transforming learners‟ morality into positive behaviour (West, 
Ravenscroft, & Shrader, 2004:182). This is because the school is a department for exchanging 
knowledge. Socrates argued that knowledge propositions should explain “how best to live” and 
here Socrates relates learners‟ discipline to living a better life with good values.  
 
 
Socrates argued further that if we are to live well and happily, we must place the highest priority 
on the care of our souls. That means we must above all want to acquire the virtues, since they 
perfect our souls and enable them to direct our lives for the better. If only we could know what 
each of the virtues is, we could then make an effort to obtain them. As to the nature of the 
virtues, Socrates seems to have held quite strict and paradoxical views about morality and the 
soul. Each virtue consists entirely in knowledge of wrong and bad. Weakness of will is not 
psychologically possible: if you act wrongly or badly, that is due to your ignorance of how you 
ought to act and why. He thought each of the apparently separate virtues amounts to the same 
single body of knowledge: the comprehensive knowledge of what is and is not good for a human 
being. Thus his quest was to acquire this single wisdom and all the particular virtues would 
follow automatically. 
 
 
From the above views, Benson (2000:443) interprets Socrates‟ position on education and learner 
behaviour. He implicates that Socrates looks at the best life as the acquisition of what is 
“virtuous living”. The concept “virtuous living”, to Socrates, implies a sense of moral goodness 
and badness. Choice is to everyone who is not ignorant but knowledgeable with reason and 
rationality. Even Brickhouse and Smith (2000:19-25) interpret Socrates‟ doctrines in the context 
of value clarification. They try to portray who a virtuous learner might be. According to 
Socrates, they argue that one who maintains that a good person is one, who obeys the law, 
honours elders, and ancestors, scrupulously pays homage to the “divine truth” by obeying the 
conventions governing prayer, sacrifice, and good deeds. Raths et al. (2008:109) further argues 
that the practical aim of education is to promote learners intellectually and morally. In this 
regard, adults must be clear on values, state them in unequivocal terms, and set up a 
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comprehensive system of rewards and punishments to reinforce the "good" values and extinguish 
the "bad" ones in a bid to enhance productive and positive moral behaviour. 
 
Further still, Socrates‟ philosophy indicates that value clarification in schools aims at 
maintaining positive training for learners. Leatham (2005:61) for instance shows that value 
clarification in education provides productive directions for increased morality among learners. 
Through getting self-knowledge, Benson (2000:9) argues that learners acquire the ultimate 
goodness and truth which Socrates talks about. The destiny of every educational institution is to 
seek out values such as self-control and positive citizenship. According to Kirschenbaum 
(2009:422), Socrates continues to note that the concept of ignorance is what stands in the way of 
consensus. Humans can recognize the value of virtue, and then can apply it and improve the 
quality of their lives. In the same way, learners can acquire virtues from instructions by 
educators and then improve the quality of education.  
 
The contemporary views of Puamau (2009:2) support Socrates‟ elaborations about value 
clarification in schools.  These views articulate that in both developed and developing countries, 
values promotion can squarely deal with the drug problem, the continued dismay over crime, the 
disintegration of the family, teen pregnancy, teen suicide, and other indications of social 
upheaval and disharmony if educators can emphasize moral growth. Similarly, Minnaar 
(2002:14) indicates that Socrates maintains the “Divine” hand in the child‟s education as the 
foundation of a meaningful social heritage. Felderhof (2002:87) adds that from a Biblical 
perspective, education provides that God has set values, and it is from God that all education 
emanates. Thus the educator, endowed with authority over the learner, must pass on these 
universal values to the learner as part of the disciplinary process. Calin (2004:11) supports 
Socrates to the effect that the importance of virtues in education means to build socially 
constructive lives, and do better in school. Rodgers (2004:23) concludes on Socrates that values 
are fundamental to building a good educational life. This is because education is about nurturing 
one‟s ability to see the knowledge of good and bad (Roussow, 2003:414). Even Socrates saw 
knowledge of good as a virtue and being vital to making one wise and courageous enough to 
prefer doing the right thing. 
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In summary, Socrates‟ philosophy suggests that knowledge acquisition is the basis of value 
clarification. Values are also the source of virtuousness and morality (soul) in any educational 
institution. This implies that whatever educators do should be to perfect the morality of learners 
through imparting knowledge that purifies the soul. The lesson learnt here is that integration of 
values in schools could be assured through passing on knowledge to the learners. Such 
knowledge should have ways through which the learners‟ souls could be perfected so as to 
become morally upright people. Socrates is trying to paint the picture that education is a channel 
for moral development of learners the emphasis is on moral values as the basis of wisdom and 
virtuousness. (Genza, 2008:35).  
 
 
5.3.2  John Dewey’s educational philosophy 
 
John Dewey argues that education is a public business. He points out that all education proceeds 
when an individual participates in the social consciousness of the race (Palermo, 2000:47). This 
means that schools should give learners social values. His process continually shapes the 
learner‟s powers, forming their moral habits, training their ideas, and arousing their feelings and 
emotions towards the demands of society which define the social consciousness. This is similar 
to the following excerpt from Dewey‟s (2008:2) work on moral principles in education: 
“It is one of the complaints of the schoolmaster that the public does not defer to 
his professional opinion as completely as it does to that of practitioners in other 
professions. At first sight it might seem as though this indicated a defect either in 
the public or in the profession; and yet a wider view of the situation would 
suggest that such a conclusion is not a necessary one. The relations of education 
to the public are different from those of any other professional work. Education is 
a public business with us, in a sense that the protection and restoration of 
personal health or legal rights are not. To an extent characteristic of no other 
institution, save that of the state itself, the school has power to modify the social 
order. And under our political system, it is the right of each individual to have a 
voice in the making of social policies; indeed, he has a vote in the determination 
of political affairs. If this be true, education is primarily a public business, and 
only secondarily a specialized vocation. The layman, then, will always have his 
right to some utterance on the operation of the public schools”.  
 
 
From the above excerpt it can further be argued that learning is a public business which is the 
restoration of wealth and political systems (Gaido, 2005: 3-6). Therefore through the 
unconscious education process, the individual gradually comes up to share in the intellectual and 
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moral resources which humanity has succeeded in getting together and becoming an inheritor of 
the funded capital of civilization (Chi-Fu, 2010:6). Thus, true education comes through the 
stimulation of the child's powers by the demands of the social, political and institutional 
framework in which he finds himself. Through these demands, values imparted by the educator 
stimulate the learner to act as a member of a unity. The learner emerges from his original 
narrowness of action and feeling and to conceive himself in the welfare of the group to which 
this learner belongs in social terms (Koch, 2007: 18). Dewey was trying to explain that education 
provides avenues through which learners acquire wealth and achieve political power to control 
the society that breeds the wealth. Therefore education is an aspect for national development 
(Fraser, 2000:35).  
 
John Dewey further indicates that the child's own instincts and powers furnish the material and 
give the starting point for all education. Therefore, right from home, parents and then latter 
educators are obliged to shape the child by furnishing his or her instincts the social obligation 
(Neill, 2005:43). This implies that learners‟ instincts must develop to recognize what is socially 
desirable in order to bring about good citizenship. This should feature right from home and 
continue through the school process (Brunett, 2007:220-229). Further still, John Dewey‟s view 
shows the importance of developing social values in line with the learner‟s education when he 
argues that the knowledge of social conditions, of the present state of civilization, is necessary to 
interpret the child's powers (Gutman & Midgley, 2000:235).  
 
John Dewey strongly emphasized the social factor in schooling characterized by the development 
of national education and the growth of citizenship. Harris (2004) agrees with John Dewey when 
he notes that social intercourse enables educators to align social realities and social values 
organically with the process of child education. This enables the educators to support child 
learning by indicating the social aspect of learners‟ education as adjusted to civilization and 
focusing onto the social and political status of the same learners. Furthermore, Ruthanne 
(2008:67) with reference to John Dewey‟s educational pragmatism, points out that John Dewey 
supported the inclusion of social values into the child‟s education by making learners to be active 
participants in the social function. Ruthanne (2008:80) adds that with the advent of democracy, it 
is impossible to discipline learners by incorporating these democratic and citizenship obligations 
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using traditional control methods. Democracy permits collegialism and consensus building in 
order to remedy harsh situations in schools. In another context, Neill (2005:3) observes John 
Dewey‟s philosophy in the context of participatory education. He argues that democratic 
thinking in management of school affairs is crucial to steer schools to greater realization of their 
welfare development and according to John Dewey, learners condition themselves to the 
realization of their social equivalents by realizing their contribution to social service. 
 
In conclusion, both Socrates and John Dewey provide philosophies on how values could be 
articulated in schools. For Socrates, human life is governed by the soul. The quality of the soul 
determines character of humanity whether it will be good or bad. In other words, Socrates is 
much concerned with the fact that values could be integrated in learners in order to shape the 
human soul and morality. On the other hand, John Dewey pragmatically points out that education 
is a public good therefore educators work towards the social consciousness through the 
continued shaping of learners‟ moral habits to suit social demands.  
 
5.4  Recent approaches to a Values-Education Programme (VEP)  
 
The concept of „values-education‟ refers to teaching of critical human values to learners in an 
attempt to mould character and prepare them for the socialisation process after school 
(Veugelers, 2000).  In schools, educators have been dealing with values in quite different ways 
(Veugelers & Vedder, 2003:377). Four approaches to values education standout distinct in the 
literature and these are the pedagogical approach (Doneman, 2009:10; Graham & Gunders, 
2010), character education approach (Chisholm, 2005; Prencipe & Helwig, 2002:843), the 
Outcome-Based-Education approach (Malan, 2000) and the multi-cultural or pluralist approach 
(Apple, 2004; Berlin, 2002; Cummings, Hawkins, & Tatto, 2001:15).  
 
 
5.4.1  The pedagogical approach 
 
One way in which values could be incorporated into school programmes, the curriculum, and 
learners‟ discipline is using the pedagogical approach. Pedagogy refers to the entire educational 
practice of teaching. It includes the subject matter, aims of education and teaching, the methods, 
and resources integrated into the whole framework of child instruction. It also includes the 
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behaviours critical to teaching and learning such as classroom interactions and the quality of 
educators (Cha, Yun-Kyung, Suk-Ying, & Meyer, 2008:15; Department of Education, Science 
and Training [DEST], 2005:23). In pedagogical practice, educators play a central role of 
instruction and moulding learners‟ aspirations. The principals provide general management in 
order to ensure a favourable environment of teaching and schooling in general (Prencipe & 
Helwig, 2002:841). In other words, both educators and principals must be resourceful 
educational leaders in order to ensure positive integration of values into school discipline 
(Leithwood, Seashore, Anderson & Wahlstrom, 2012:75). For example, Leithwood and Riehl 
(2003:4) observe that to learn well, learners need access to high-quality instruction and a well-
crafted curriculum. After that, they benefit most of all from the positive effects of strong school 
leadership.  
 
The learners are the focus of the pedagogy. Learners are supposed to display obedience and 
acceptance of instructions from authority as the way forward in pedagogical functioning. For 
example, it is the role of learners to respect the school code of conduct and also study effectively 
(Kochhar, 1997:81). Thus in order to have a safe school environment where values could be well 
articulated, educational stakeholders must establish a collaborative process in order for them to 
become an integral part of the leadership processes of the school that are guided by that school's 
shared vision hence promoting collegial leadership (Sergiovanni, 1991:26). Collegial leadership 
therefore focuses on the stakeholders' capacity to play a participatory role in the leadership of the 
school especially with regard to using the pedagogy to promote positive values (Botha, 2004; 
Senge, 1990). 
 
However, pedagogical functioning can be implemented through curriculum review and reform 
(Lwabula, 2005:44). In order to include a set of desired values into the educational process, 
government, educators and school management could review or reform the existing curriculum 
offered to learners (Association of Independent Schools [AIS], 2005:18; Puka, 2000:135). 
Curriculum review is an integrated process of appraising, evaluating and assessing of the existing 
curriculum whether it is in line with a society‟s expectations. Such expectations could be in 
relation with the norms, customs and needs of that society (Dewey, 2008:2; Musaazi, 2006:56). 
Therefore the essence of curriculum review is to align education with societal needs. It is also 
about developing a rationally autonomous individual, and providing tools plus concepts needed 
135 
 
in rational belief creation (Association for Living Values Education International [ALVAI], 
2010:12; Doneman, 2009:11).  
 
Thus, the process of revising, reviewing and reformulating a curriculum could be an opportunity 
to slot in a set of values instrumental to the child‟s educational and social change process. For 
example, in 1994 the government of South Africa embarked on a campaign to reform its 
curriculum. The purpose was to give South African citizens a new hope and line of thinking. 
Chisholm (2005:65) argues that the review of the South African curriculum was purposely done 
to: 
a) Overcome the centuries-old educational practices linked to educational differences, and 
differences in social values.  
b) Place South Africa on the path to competitive participation in a global economy. For 
many, a curriculum carries the burden of transformation and positive change in 
education.   
 
In Uganda‟s case, educators can review the school curriculum with the hope that they will deal 
with the rampant cases of teen pregnancy, drugs, violence and bullying, alcohol abuse, and 
permissive practices such as prostitution. Curriculum review would also create in learners a 
sense of national loyalty as the basis with which cases of corruption in public offices could be 
lessened (Nakyanzi, 2004). In this scenario, a review of the curriculum could be purposely to 
incorporate moral programmes intended to mould learners through school and classroom 
instruction. This could also reduce on overreliance on academic excellence at the expense of 
values-education. For example, the teaching of Christian and Religious Education (CRE) and 
Islamic Religious Education (IRE) could be strengthened beyond merely looking at these two 
disciplines as examinable subjects (Sekamwa, 2000b).  
 
 
Secondly, a curriculum could serve as a conduit for championing greater learner participation in 
civic responsibility (Bernstein, 2000). For instance, when the curriculum is revised to include 
cherished values, this hastens the teaching of disciplines that promote values such as greater 
patriotism, self-discipline and self-respect (Aspin & Chapman, 2007:26). In their article, school 
system as an axiological medium, Phil Graham and Lisa Gunders argue that the purpose of 
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schooling is the production of citizens (Graham & Gunders, 2010:105). Therefore, curriculum 
review is one of such channels through which citizenship values could be better integrated, 
because education is meant to build strong global and social responsibility.  
 
 
 
5.4.2  The character education approach 
 
It could be said that the aim of all general education throughout history has been to form 
character and produce citizens. In Britain today, the government is advocating for the teaching of 
virtue in schools in order to form citizens with character and learners with discipline. Character 
education plays a central role in forming the education of children especially on handling 
individual values (Nucci & Narvarez, 2008:124). For example, in a campaign speech on public 
education, United States President George Walker Bush advocated tripling the national budget 
for character education in schools. The President wanted to ensure America that in today‟s 
pluralist society; schools needed a robust character education campaign that will promote the 
right sorts of values that produce positive behaviour in learners who are the future leaders.  
 
 
Character education encourages the teaching of values of self-restraint. In his 1997 state of the 
nation‟s union address, President Bill Clinton also made reference to fostering children‟s 
character as a national priority for public education. In response to several highly publicized 
school shootings, many school boards across the United States have considered posting the Ten 
Commandments as a way to encourage good conduct among learners. A challenge for any 
pluralist society is agreement on which values to pass onto future generations, and how these 
values are to be taught and promoted into character building (Pfeffinger, 2003). Debates in the 
moral development literature about values education (Graham & Gunders, 2010; Veugelers & 
Vedder, 2003) have typically revolved around the following perspectives of how the character 
education function would promote values in schools: 
a) Calling for an emphasis on character reforms in schools using programmes of values 
education (The character education approach). 
b) Luring schools to ensure that children or learners abide by the traditions and values of 
society. 
c) Educators becoming role models to learners in order to smoothly align morality with the 
learners‟ character.  
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However, it is still difficult to discuss character education without first considering its goals. The 
central goal of the character education approach is the development of character in learners. 
Character education means imparting personality traits and values that will change individual 
behaviour (Berkowitz & Bier, 2004:73). Character education therefore can be good or bad. 
Therefore, educators invoke this character in socio-moral competencies, through a set of 
psychological characteristics and values that enable individual learners to act as moral agents 
(Prencipe & Helwig, 2002:848). Character in schools would seek to develop a learner who could 
act with positive behaviour in his or her society. This behaviour would be sanctioned by the 
heritage, tradition, and authority of the society. When schools run programmes that promote the 
right character it means that such programmes are in line with social behavioural demands. In 
Britain, character education is articulated through: 
a) Teaching methods 
b) Disciplinary enforcement methods. This was rampant in the 1960s and before.  
c) Making character education a theme in schools. This was encouraged most in the 1990s.  
d) Induction into socially acceptable habits during the conventional stages of moral 
development. Kohlberg‟s model of moral development became instrumental in Britain 
from the 1970s onwards.  
e) Re-evaluating beliefs and principles acquired in school, home and the community.  
 
Sometimes, character education could be promoted into schools through encouragement of a 
continuation of certain basic social values and traditions. These values contain basic moral 
structures that learners need to acquire as the basis for their lifelong learning campaign (Arthur, 
2005:245). For example in Britain, educators are advised by government to encourage more 
traditional family-oriented values. The Conservative Party (CP) in Britain pressured for this 
through the national curriculum in 1988, in order to ensure state control of what children know, 
learn and how they should learn it plus how it should be accessed. For example, the British 
education reform act of 1988 imposes a basic duty in respect of all state schools to promote the 
spiritual, moral, cultural, mental and physical development of learners in order to grasp the 
opportunities, responsibilities and experiences of adult life. In 1996, Chisholm (2005:311) 
reports, the Conservative Party (CP) government of Britain allowed the Schools‟ Curriculum and 
Assessment Authority (SCAA) to enter a public debate about morality by establishing a national 
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forum for values in education and the community. It sought to discover whether there were any 
values on which there was common agreement in society. This was intended to increase 
children‟s knowledge of morality and improve their behaviour.  
 
5.4.3  The Outcome-Based-Education (OBE) approach 
 
A values-education programme could also be ensured using the Outcome-Based-Education 
(OBE) approach. OBE is a philosophy of education aimed at producing a kind of citizen desired 
by a particular country. The OBE framework is based on the notion that the world is filled with 
examples of outcomes -based models, and even that outcomes -based systems go back at least 
500 years to the craft guilds of the Middle Ages. The concept of outcomes -based models and 
systems is therefore not new. Analysis of educational reform movements in the past reveals 
prominent features of OBE embedded in the educational approaches. First, the incongruity 
between what is being taught and what is being learned led to the setting of objectives for 
educators and learners. Malan (2000:23) argues that the documented use of objectives in 
education dates back as far as 1860 when Spencer in Britain formulated objectives according to a 
classification of human activities. In 1924, Herbart in Germany stressed the importance of lesson 
planning and stating objectives to guide teaching activities. In 1949, Tyler gave further impetus 
to the objectives-oriented movement by stressing the importance of objectives in curriculum 
design and teaching practices. He listed four questions as the basis for his means -end or product-
oriented rationale for curriculum design (Arjun, 1998:24). OBE therefore focuses on the 
following questions: 
a) What educational objectives should the school aim to achieve? 
b) How does one select learning experiences that are likely to be useful in attaining these 
objectives? 
c) How should learning experiences, be organized for effective instruction? 
d) How would the effectiveness of learning experiences be evaluated? 
 
 
The OBE framework is also an envisioning of the Competence-Based Education. Competence-
Based Education (CBE) was introduced in America towards the end of the 1960s in reaction to 
concerns that learners are not taught the skills they require in life after school (Arjun, 1998:24). 
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The same concern has been expressed about education in South Africa. Competence-Based 
Education is based on six critical components: 
a) Explicit learning outcomes with respect to the required skills, values and concomitant 
proficiency (standards for assessment) 
b) A flexible time frame to master these skills 
c) A variety of instructional activities to facilitate learning 
d) Criterion-referenced testing of the required outcomes 
e) Certification based on demonstrated learning outcomes 
f) Adaptable programmes to ensure optimum learner guidance 
 
The OBE therefore is a re-envisioning of how the education system would be changed morally 
and in terms of the values-system entrenched in order to produce virtuous, rational and 
productive learners that a particular society or nation desires (Chisholm, 2005:445). Think tanks 
surface to produce prescriptions for the reorganization of education in the light of both local, 
social, economic and political needs as well as new global competitiveness imperatives. A new 
philosophy of education which would sweep away all remnants of social ills is the basic 
consideration of an OBE framework (Association of Independent Schools [AIS], 2005:12). But 
at the bottom of all this is to see that such education provides the fundamental social and national 
value system which is competitive, neutral and provides legitimacy. In South Africa, for 
example, the National Qualifications Framework (NQF) is duty bound to ensure that the sort of 
OBE provided in the curriculum is legitimate enough to warrant quality schooling. Two 
outcomes feature in an OBE function: a) The critical outcomes and b) The development 
outcomes. 
 
The critical Outcomes-Based-Educational philosophy aims at identifying learners who will solve 
and make decisions to transform society using critical and creative thinking skills. This OBE 
framework focuses on aestheticism, academic excellence and entrepreneurship (Prencipe & 
Helwig, 2002:856). This means that educators must teach learners to be able to analyse, organize 
and critically evaluate knowledge and information (Aspin & Chapman, 2007:26). This is coupled 
with effective communication of this knowledge using visual, symbolic and language skills in 
various modes. This could be done using discussions, examinations and practical project work 
(Arthur, 2003:122). The OBE framework therefore employs psychological constructivism as a 
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learning theory that would be useful to engage learner-centred approaches to classroom 
instruction (Nucci & Narvarez, 2008:128). The psychological constructivism approach is a 
developmental learning strategy that takes place within a social grouping that affords its 
individual members the opportunity to share and provide warrant of meanings through practical 
engagement of knowledge (Berkowitz, 2002:132). 
 
The development Outcome-Based-Education approach further aims at reflecting on and 
exploring a variety of strategies to learn more effectively (Queensland Department of Education, 
1998). One of such strategies is to ensure that learners participate as responsible citizens in 
communities. At the same time, these learners are culturally and aesthetically sensitive across a 
range of social contexts (Nucci, 1997). Outcome-based education can be summed up as results-
orientated thinking where the emphasis is on the educational process and its result. In Outcome-
Based Education, the outcomes agreed on in the curriculum guide what is taught and what is 
assessed (Malan, 2000:123). It is more focused on the external aspect of the school, which is the 
social and universal aspect. What a learner will be in the community determines the sorts of 
values to incorporate into schooling (West, Ravenscroft, & Shrader, 2004). 
 
 
5.4.4  The multi-cultural or pluralist approach 
 
Integrating values in schools today requires a shift to the pluralist approach or multi-cultural 
approach. But a shift to the pluralist approach calls for a number of challenges in the integration 
of values in schools (Leithwood & Riehl, 2003:3). For example, in today‟s global education 
system there are challenges associated with multiple competing and conflicting value systems. It 
is difficult to claim that one value system is superior to another. This challenge of values 
diversity in a pluralist society provides different cultures and educational orientations that shape 
learners differently (Ssonko, 2009:67). Consequently, some schools tend to emphasize spiritual 
values while others emphasize cultural values depending much on their independent founding 
philosophies and moral orientations (Kasibante, 2001b:100).  
 
Another challenge is that pluralism and multiculturalism calls for the growth of different 
civilizations and regionalization tendencies which impact on the school ethos differently 
(Starratt, 2005). As a result, society is moving rapidly towards regional blocs as the sole remedy 
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to greater cooperation and transnationalism. For example, with the emergency of the East 
African Community (EAC), East African countries (Uganda, Kenya, Tanzania, Rwanda and 
South Sudan) are advocating for a multi-cultural education system. Likewise, the South African 
Development Cooperation (SADAC) countries would agitate for an education system that is 
unique to their own civilizations. Carr (2003) and Coulby (2000:15) comment that different 
counties and regions are taking on different international education paradigms quite distinct to 
their own cultures and descriptions of what constitutes optimal education. The challenge in this 
is that the way the Europeans or Oriental countries (Asia) view and interpret formal educational 
demands is quite different from the African understanding of formal education (Bailey & Ross 
2001: 9; Halstead, 2000: 87). This means that educators have to handle learners from diverse and 
complex societies consequently defining different dilemmas on how to educate learners without 
compromising their differing backgrounds. This is why Starratt (2005) concludes that, the world 
in which educational leaders operate is changing from one dominated by national interests to one 
of a global community. In this transition, the school must prepare the present generation of 
young people to participate as active citizens of the global community, imparting an education 
and values that address the pluralist nature of schooling. This requires sharing ideas on the 
human, cultural, economic capital and moral aspects of the world (Burns, 2002: 45). Even 
classrooms must be cultural and value diverse; accommodative in a sense so as to harmonise 
conflicting originalities.  
 
Hence, Apple (2004) argues that the multi-cultural approach to values education aims at 
identifying a set of values, amongst diverse values, which could be integrated in schools in order 
to satisfy this pluralistic notion about what is of value. Consequently, Leithwood and Riehl 
(2003:3) provide a recommendation to address the challenges of values and education in this 
pluralist society. They argue that educational leaders must guide their schools through the 
challenges posed by an increasingly complex environment. Principals must respond to increasing 
diversity in learner characteristics, including the cultural background and immigration status, 
income disparities, physical and mental disabilities and variation in learning capacities. 
 
 
The other challenge is that living in a society of pluralist value systems suggests that no single 
set of values can be proclaimed as “the right one”, rejecting all the others (Hunter, 2000:7). If 
that is the case, is there room for unison values in education? Stika (2012:48) argues that 
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education is about efficiency in delivering facts and information. Therefore educators have no 
right to impose any values on learners. Hunt (2004) explicates that there is a disturbing 
proportion of learners who declare quite vigorously that they neither expect nor want the 
curriculum to be organized around the examination of basic moral and religious issues. They 
think that their homes and their churches have given them what they need in order to form a 
working values perspective. On the other hand, Kasibante (2002) argues that spiritual and moral 
values are quite instrumental in learning processes especially in a world of moral hopelessness. 
In this way, he states that educators who fail to engage in religious values and beliefs that inform 
their locations are risking throwing schools into a moral hazard. Dahlberg and Moss (2005:67) 
argue that schools that neglect religious values in learner‟s education tend to hide behind the 
modernist notion that knowledge and research are universal and objective. 
 
 
If indeed today‟s world is one of pluralist or conflicting values, it is a duty of education to reflect 
this state (Roux, Du Preez, Ferguson, Jarvis, Small, & Smith, 2009:24). It is the notion that a 
multitude of possibly conflicting value systems exist simultaneously in the society as a result of 
differences both between and within cultures. As a result, there is no cognitive tool we could use 
to determine one system‟s superiority over another (Blake & Binko, 2000:193).  The concept of 
pluralism was examined in detail in Isaiah Berlin‟s 1958 essay, “Two Concepts of Liberty”. 
Berlin advocates for the pluralist interpretation of the world because it recognizes the fact that 
human goals are many. Not all of them are commensurable and in perpetual rivalry with one 
another. To assume that all values can be graded on one scale, so that it is a mere matter of 
inspection to determine the highest, seems to falsify the knowledge that men are free agents 
(Berlin, 2002: 216). Values make no claims on the human capacity to decide which of them is 
“right” or “wrong”. It could be therefore argued that there is a degree of implicit relativism 
present in all the value classification theories. Therefore when values are to be integrated in 
schools, there must be the recognition of varied values not a single value or a predetermined set 
of them.  
 
Coming down to Uganda, educators tend to make the mistake of attempting to instil their own set 
of values that often are particular to a school‟s ethos and history. In this way, educators neglect 
the fact that learners come from diverse cultural backgrounds which necessitate that a variety of 
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values is imparted in order to encourage positive education. For example, Sekamwa (2000b) 
argues that Christian and Islamic schools in Uganda tend to over emphasize religious values at 
the expense of secular values yet children come from diverse backgrounds that demand respect 
for diversity. Consequently, in 1963 (under the Castle report on education) the young 
independent government of Uganda was forced to take over the control of missionary schools in 
order to avoid indoctrination by missionary educators. One of the major reasons for the takeover 
was to try to regulate the kind of values imparted into learners. Before the takeover, missionary 
schools used to over emphasize religious values at the expense of other universal values. The 
missionaries failed to realize that schools are placed in a pluralist society, and it was deemed 
undemocratic to attempt to entrench personal values over other human values.  
 
Therefore if it is true that contemporary education takes places within the paradigm of multiple 
competing value systems, the key dilemma educators will face is expressed by the question, 
whose values should be integrated in schools? (Arthur, 2003:7). The attempts to resolve this 
dilemma, however, rests on the continuum between abstract universalism and moral relativism. 
The term “universalism” describes an approach advocating for the possibility of determining 
which values are “right” and which are “wrong”, regardless of culture or individual belief 
systems. The opposite pole – individualism – refers to the notion that values are entirely a matter 
of personal opinion or preference. In such view, it is impossible to claim certain values are more 
“right” than others. While agreeing with the notion of a continuum, Conroy and Davis are 
sceptical about its possibilities being sufficiently explored in education. They argue that the 
present crisis in values is deepened by the disarray of moral education. This disarray has too 
often been polarized between the extremes of being explicitly subjectivistic (Conroy & Davis, 
2000: 185). What are some of the proposed solutions to the “pluralist values” dilemma? 
Educators should:  
1. Encourage children to make more choices, and to make them freely. 
2. Help them discover alternatives when faced with choices. 
3. Help children weigh alternatives thoughtfully, reflecting on the consequences of 
each. 
4. Encourage children to consider what it is that they prize and cherish. 
5. Give them opportunities to affirm their choices. 
6. Encourage them to act, behave, and live in accordance with their choices. 
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Another possible resolution of the pluralist dilemma is present in attempts to find “core values” 
(sometimes also called “consensus values”) (Puka, 2000: 134). This concept is based around the 
belief that some values can be found in all (or nearly all) cultures, religions or social groups. The 
role of the school is then to reinforce these values, as they are not a point of disagreement and 
therefore can be deemed “universal” (Pfeffinger, 2003). One of the more prescriptivism theories 
suggests that it is not up to the educator or the school to decide what values to teach. Instead, the 
values dominant in the society – those that withstood the test of time-should be passed on to the 
learners (Hussein, 2008:104). The public pays educators not to devise schemes to change the 
social order, but to educate the young to a much more demanding idea, to teach the young the 
best of the past so that they might preserve it and build on it and thus extend it and improve on it 
(Burns, 2002:32; Inglehart, 2008).  
 
From the above analysis, it can be inferred that values are integrated through four stages: 
Character education, pedagogic mission, Outcomes-Based-Education, and multi-cultural/pluralist 
education. Values may be integrated through targeting character modification because a school 
exists to shape the human soul (Mayton, 2009). The Soul is the engine that drives human actions, 
as Socrates remarked. Values can also be integrated through the curriculum (pedagogic) process 
since schools exist to instruct learners in order to change their attitudes (Morrison, 2001). The 
integration process could target the outcomes expected of any education system by pointing to 
Outcomes-Based-Education. This is because education points to the social outlook, what is 
desirable to the demands of the society. This view is similar to that of John Dewey who says that 
an individual participates in the social consciousness of the race. Finally, with globalization 
tendencies leading to transnationalism, it is important to also consider multi-cultural education as 
another important function in values-based schooling.  
 
5.5  Critique of the approaches to the Values-Education-Programme (VEP)  
 
From the previous analysis, literature has indicated four approaches to a values education for 
schools. These approaches are the pedagogical approach, the character education approach, the 
Outcome-Based-Education approach and the multi-cultural or pluralist approach. However, the 
character education approach and the multi-cultural approach are more relevant to the Ugandan 
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school context because they are at times implemented in the schools. The justification for this is 
provided below.  
a) The character education approach is partly implemented in religiously founded schools 
through moral instruction, spiritual recollection, and through religious education 
(Kasibante, 2001a). The mission of such schools is to produce a morally and spiritually 
upright learner.  
 
b) The character education approach is also widely implemented in Uganda‟s schools 
through the school rules and regulations which emphasize the “dos” and “Don‟ts” of 
school life.  
 
c) The multi-cultural/pluralist approach is implemented in Uganda‟s contemporary schools 
because today‟s society is multi-cultural and at the same time people‟s thinking is quite 
liberal. The pluralist ideology is based around the belief that values are many and they are 
relative. For example, each school has its own set of values depending on its standing 
philosophy and core principles. The role of the school is then to implement a set of 
different values. However, the implementation of multiple values is a point of 
disagreement and therefore could be require identifying a set of values (Pfeffinger, 2003). 
 
 
On the other hand, the Outcome-Based Education approach and the pedagogical approach are not 
presently adapted to the Ugandan education system. The justification for this is described below.  
a) The Outcome-Based Education (OBE) approach is not implemented in the Ugandan 
school. It is implemented in countries like South Africa, Britain and Australia where it is 
incorporated in the government education policies.  
 
b) The pedagogic approach to values education is also rarely implemented in schools. 
Nakyanzi (2004) noted that the problem of rampant immorality in the schools is due to 
the lack of a vigorous emphasis of ethics education in the Ugandan school curriculum.  
 
c) The current curriculum addresses largely academic concerns of learners at the expense of 
the moral, spiritual, social and universal concerns. 
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5.6  Conceptual design  
 
The conceptual design within which the researcher locates and examines the subject of values 
integration into management of school discipline is rather integrative. The basic conceptual 
framework takes into account the nuances of value integration into school discipline as part of 
promoting moral education dialectics (Pizarro, 2000:370). The basic conceptual premise rests on 
an argument that when multiple values are optimally incorporated into the school system, this is 
clear evidence that positive behaviour will manifest as maladjustments are silenced and 
suppressed (Otten, 2000:29). This candid observation rocks the conceptual boat of modern moral 
education and calls for a reformulation of an ethical construction of the learner (Olsen & Cooper, 
2004:83).   
 
Figure 4 traces the practical possibility of incorporating moral values, social values and universal 
values into management of discipline. The consequences of such integration are the subsequent 
activities, ideals and elements expected. Employing moral-spiritual values, for instance, would 
demonstrate God-fearing learners, create a prayerful school community and produce morally 
upright citizens. This is not to exclude the social values, which are expected to bestow upon the 
learner a sense of togetherness, good social interaction, good social norms, customs and 
character.  
 
The universal values would encourage citizenship education to instil in learners a sense of love 
for one‟s country (patriotism), hedonism and democratic principles. Academic values instil 
intellectualism, technical skills and foster creativity. However, the forms of imparting of such 
values might include the teaching-learning process, rules and regulations, counselling and 
guidance and through the hidden curriculum. In turn, the learners have to display virtues such as 
obedience, chastity, respect and honesty towards educators and parents as means to a smooth 
incorporation of such values into discipline.  
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Fig. 4: Conceptualizing the integration of values into management of school discipline  
 
 
 
 
 
 
 
 
 
  
  
 
 
 
 
 
Fig 4: modified by the researcher from literature review 
 
5.7  Conclusion  
 
This chapter focuses on the integration of values into management of school discipline. Several 
reasons justify educators‟ need to integrate values into management of discipline. There are also 
emerging theories to justify the integration of values into school discipline. Existing literature 
shows that the integration process is also provided by a Values-Education-Programme (VEP) 
implemented in some countries using the pedagogic approach, character education approach, the 
OBE approach and a pluralist approach. The pedagogic approach and the OBE approach are 
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presently not implemented in the Ugandan schools. The character education approach is 
implemented in most religiously founded schools because their ultimate aim is to produce a 
morally and spiritually upright learner (Kasibante, 2001b). The pluralist approach exists in 
Uganda‟s schools because today‟s society is quite pluralist, with diverse cultures, ideology and a 
freewheeling society.  
 
The researcher‟s own description of the integration of values into school discipline is that, 
educators could identify a set of values, from the many and diverse values, to be incorporated 
into school discipline so as to transform learner‟s character through the character education 
approach. However in today‟s pluralist school, educators must carefully integrate values 
objectively without antagonizing diversionary views and cultures. Chapter six shows the 
methods of data collection and analysis for the study.  
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CHAPTER SIX 
 
RESEARCH DESIGN AND METHODOLOGY 
6.1  Introduction 
  
Chapter six shows the research design and methodology framework employed. The qualitative 
approach was used throughout the study because it depicts the nature of the problem statement 
“how values could be optimally integrated into management of learners’ discipline”. In this 
framework, grounded theory is used as the research design. The data collection strategies were 
personal interviews, focus group interviews and documentary analysis. Coding and concept 
analysis in the Wilsonian tradition as well as inductive and deductive analysis (Thomas, 2006) 
were the techniques specifically used to analyse and interpret the data based on grounded theory.  
 
Prior concern was made in chapter one, to bring out the importance of positive discipline in 
schools and the aims of education in Uganda as being to emphasize desired learning outcomes in 
terms of knowledge, skills, attitudes and values. Since efforts have been made by educators and 
policy makers to strongly promote academic excellence (knowledge and skills), there is need yet 
to research the gap regarding values in Ugandan schools. The problem of Ugandan schools is the 
increased learner indiscipline amidst a values vacuum (Genza, 2008; Kasibante, 2002; Nakyanzi, 
2004). This background situation compelled the researcher to examine the extent to which values 
could be optimally integrated into management of school discipline. The study appropriates a 
framework of the optimal integration of values education for positive discipline, which is the 
basis for recommending a qualitative research approach specifically employing grounded theory.  
 
6.2  Research approach  
 
Any research endeavour begins with the identification of an appropriate research approach. A 
research approach is a method or plan to aid the process of data collection and analysis (Berg, 
2004:16). Without a proper research approach or framework for data collection and analysis, it is 
hard to investigate a research problem and reach well-tested and unbiased conclusions (Denzin & 
Lincoln, 2005:80). In the social sciences, a research approach is therefore defined as the formal 
application of disciplined research inquiry to the study of social problems (Koul, 2007: 68). 
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Social science research dates back to 2000 years ago when the Greek scholars, like Thales (640-
550 BC) and Anaximander (611-547 B.C), used formal and disciplined research inquiry to 
investigate the nature of society through understanding social problems so as to produce 
impressive accounts of social life (Koul, 2007:312). For example, understanding educational 
problems in education in the present study required the researcher to be in position to acquire 
school experiences (accounts of social life) and those that are documented and, thereafter, reflect 
upon them critically and conceptually in the light of the research questions, his constructed 
definition of school discipline, values and their integration as advanced in the literature review. 
This approach would bring out a distinct scientific process of investigating the study‟s qualitative 
problem, typical of a Wilsonian tradition of construct analysis (Risjord, 2008:14), typical of 
coding (Strauss & Corbin, 1990) and typical of inductive and deductive analysis for theory 
development (Thomas, 2006).   
 
Most of the philosophies about life were first tested through a distinct research approach in order 
to come up with scientifically tested conclusions regarding the meaning of life (Amin, 2005:4). 
Likewise, in order to investigate how values could be articulated in school discipline, there is 
need to employ distinct, formal and systematic inquiry to aid the generation of new knowledge 
and develop conclusions as well as recommendations based on documented and empirical 
evidence from educational phenomena. However, there are distinct types of research approaches 
used to investigate social as well as educational phenomena.  
 
6.2.1  Types of research approaches in educational research 
 
Educational research is one of the social science disciplines therefore the research approaches 
used in social science research also apply to educational research. The researcher examines two 
research approaches drawn from two philosophical paradigms: 1) the post-positivistic and 2) the 
neo-positivistic paradigms of research inquiry. One of the emerging approaches from the post-
positivistic research inquiry is the qualitative research approach which is “naturalistic” in nature 
(Amin, 2003:5). On the other hand, the emerging approach from the neo-positivistic research 
inquiry is the quantitative approach which adheres to the standards of strict scientific research 
inquiry (Kothari, 2003:413). In this study, the researcher made choice of the most appropriate 
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approach by first weighing the relevance of the characteristics of the qualitative and quantitative 
research approaches in light of the present study problem.  
 
6.2.2 Choice of research approach  
 
The choice of an appropriate research approach for this study depended on the descriptions of the 
qualitative and quantitative research approaches. However, there are variations in the 
descriptions and interpretation of qualitative and quantitative research approaches.  
 
6.2.2.1 Description of the qualitative research inquiry 
 
In some way, researchers describe a qualitative research approach as one that aims at providing 
an understanding of a social setting or activity as viewed from the perspective of the research 
participants (Amin, 2005:87; Puchta & Porter, 2004:73). In other words, a qualitative research 
approach concentrates on the nature of the research setting, mainly the participants because their 
level of credibility determines the quality of research inquiry. The qualitative research approach 
is an interactive inquiry in which data is collected during face-to-face interactions, establishing 
trust between the researcher and the participants. Owolabi (2009:7) describes qualitative research 
to be the knowing and learning about different experiences from the perspective of the 
individual. Similarly, Nsubuga (2000:68) defines qualitative research as a method that follows a 
naturalistic paradigm based on the notion that reality is not predetermined, but constructed by 
research participants.  
 
 
In this study, the researcher could possibly treat participants as the principle elements in the 
qualitative research inquiry. Their opinions, observations and actions greatly matter in 
developing a tangible research inquiry on the part of the inquirer. Kulbir (2001:33) argues that, 
in qualitative studies the research questions could be modified and refined from time to time as 
the inquirer learns what to ask, to whom it should be asked, and if the existing questions breed 
exhaustive answers. Qualitative research approaches, thus, look at people as active players in 
their own world. It is their consciousness and actions that tend to communicate modes of inquiry 
which are important to the whole qualitative research process. In other words, he qualitative 
research approach uses different knowledge claims, relying on text and image data and draws on 
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diverse strategies of inquiry (Ary, Jacobs, Razavieh & Sorensen, 2006:44; Kothari, 2003:334), in 
order to promote greater understanding of the research problem from the participants‟ 
perspectives and interpret such phenomena in terms of the meaning people bring to it (Kakooza, 
2002:33).  
 
 
More so, the qualitative approach is generally quite descriptive, explorative and narrative with 
findings ordinarily expressed in non-numerical terms (Kothari, 2003:80; Koul, 2007:77; 
McMillan & Schumacher, 2001:20). The inquirer is able to make knowledge claims based on 
constructivist perspectives with multiple meanings drawn from individual experiences, meanings 
socially and historically constructed with the intent of developing theory or pattern (Creswell, 
2007:37). The landscape of qualitative research shows perspectives ranging from philosophical 
orientation to systematic and procedural guidelines (Creswell, 2003). Hence, data collected using 
the qualitative research approach is usually subjective and the main measurement tool for such 
data is the researcher (Berg, 2004:42; Sifunda, 2001:66).  
 
 
In summary, the qualitative research approach has the following characteristics as advanced by 
Creswell (2007:37-38) and Amin (2005:44): 
a) Research of this nature involves holistic inquiry carried out in a natural setting. The 
researcher is a key participant who is highly involved in investigation. 
 
b) The researcher depends on multiple sources of data collection that is interviews, 
observations, focus group discussions, semi-structured questionnaires, and documents 
rather than relying on a single data collection source (triangulation).  
 
c) Qualitative researchers use the non-probability sampling methods like purposive 
sampling, rather than random sampling, to be in position to uncover the array of multiple 
realities. And purposive sampling, in qualitative research, uses smaller samples. 
 
d) Interpretative inquiry. Qualitative researchers try to interpret what they gather, see, hear 
and understand. 
153 
 
e) Qualitative researchers try to develop a holistic account or complex picture of the 
problem or issue under discussion, which leads to reporting multiple perspectives, 
identifying the many factors involved in a situation and sketching the larger picture that 
emerges. 
 
f) The qualitative researcher uses inductive analysis interpreted as complex reasoning that is 
multifaceted, interactive and simultaneous. Although the reasoning is largely inductive, 
both inductive and deductive processes are at work. The thinking process is also 
interactive allowing participants participate in collective interpretation of the findings or 
stories gathered. This can be done through their own comments, lessons learnt and 
opinions. 
 
g) Because the researcher wanted to develop grounded theory, he employed qualitative 
research which is emergent rather than prefigured. This means that the research 
instrument questions might be modified and be refined until theoretical saturation.  
 
 
6.2.2.2 Description of the quantitative research inquiry 
 
On the other hand, the quantitative research approach describes the standards of strict research, 
which adhere to the collection of numerical data in order to explain, predict, and control 
phenomena of interest. Data analysis in the quantitative form of inquiry is mainly statistical 
(Amin, 2005:55). The process of using the quantitative research approach involves collecting 
data to test hypotheses in order to describe current conditions or to investigate relationships, 
including cause and effect relationships (Ary et al., 2006:50).  
 
Hence, the most commonly used quantitative methods are surveys, structured questionnaires, 
checklists, socio-metric and experimental methods (Creswell, 2009; Koul, 2007:27). Quantitative 
research deals with probability sampling and determining the right sample size (Gay & Airasian, 
2003:51; Kothari, 2003:213) with standard errors also being calculated to allow the study have 
representative results (Amin, 2005: 67).  
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It is also important to note that quantitative researchers attempt to control as many variables as 
possible (Kothari, 2003: 131; McMillan & Schumacher, 2001: 102). It also uses proportionate 
sampling strategies such as random sampling, random assignment for the treatment of groups, 
use of standardized instruments, and when appropriate the equalizing of group conditions to be 
compared (Gay & Airasian, 2003:34). The quantitative research approach is also used to collect 
data from many subjects (Mohapi, 2007:79; Zikmund, 2000:232).  Finally, quantitative 
researchers interpret results in numerical figures with little or no descriptive narrations (Yates, 
2004:80), employing either parametric (when the measurement scale is interval or ratio) or non-
parametric methods (when the measurement scale is nominal or ordinal) (Ngubane, 2009:99).  In 
brief, characteristics of the quantitative research approach include:  
a) Vigorous and sophisticated techniques of analysis. Different statistical or mathematical 
tools and techniques are employed in the quantitative method.  
 
b) Quantitative approaches involve the collection of numerical data in order to explain, 
describe, understand, predict or control phenomena of interest. 
 
 
c) Researchers use the quantitative approach to study population samples that represent the 
general intended population, develop knowledge by collecting numerical data on 
observable behaviours of samples and then subjecting these data to statistical analysis. 
 
d) Quantitative researchers typically concentrate on a small number of variables in order to 
describe current conditions or to investigate relationships including cause-effect 
relationships. This is because they are more concerned with the generalizability of their 
findings than the meaning of those findings, and quantitative researchers typically collect 
data from many subjects as possible.  
 
 
e) Quantitative researchers try to be as objective as possible, that is being value free at a 
more operational level. Quantitative approaches are more focused and outcome oriented.  
 
f) The researchers view causal relationships among social phenomena from a mechanistic 
perspective. 
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g) In quantitative research the problem statement and research questions or hypotheses are 
usually directional and state a relationship or comparison, and sometimes specify a 
multivariate relationship between independent and dependent variables.  
 
h) In quantitative research theory and literature are used deductively, and are advanced to 
help guide the study. 
 
 
6.2.2.3 Justifying the researcher’s choice for the qualitative research approach 
  
Judging from the above analysis and the nature of the research problem under investigation, the 
research approach selected for this study was the qualitative research inquiry. The end-purpose 
of this study was to develop an optimal framework for the integration of values into disciplinary 
management. Coming up with such a framework requires employing the grounded theory 
research design for the purpose of selecting the core theory from participants‟ information, 
through maximum variation until saturation. Finally, the collected information was analysed by 
deducing codes and core categories to develop the theoretical framework for the study (Kisilu & 
Tromp, 2010:54). The research design for this study is a qualitative approach used to examine 
and understand social phenomena from the participants‟ own setting and distil an own definition 
of school discipline, its management, values and the integration (Berg, 2004:40).  
 
6.3  Research design 
 
The research design plays an important role in setting out the proper strategy for the actual 
collection and analysis of empirical information within a particular research approach (Lodico, 
Spaulding, & Voegtle, 2010:16). Cohen, Manion and Morrison (2000:25) define the research 
design as the plan, which the research study will follow. Creswell (2003:50) says it is a series of 
advanced decisions that make up a master plan or model for a research study.  Creswell (2007) 
adds that a research design is a stated structure and process of conditioning a research project, 
detailing the plan and method for, systematically and scientifically, obtaining the data to be 
analysed. In order to make sure that the most credible and sufficient data is collected, the 
researcher must choose the most appropriate participants from the natural setting using the right 
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data collection strategies. Some of the common types of qualitative research designs include 
phenomenology, ethnographies and grounded theory (Ary et al., 2010:19).  
 
The research design selected for this study was the grounded theory whose purpose was to 
generate theory from empirical data (Ngubane, 2009:12). Grounded theory was used in data 
collection and analysis mainly to enable the researcher to filter core observations for building a 
theory for the optimal integration of values education. Grounded theory research design is a 
continuous and interchangeable process of data collection and analysis. When there is an 
emerging theme, data is collected on it and scrutinised in the context of generating yet more new 
and emerging themes. These new and emerging themes will further serve as the basis of more 
data collection and analysis.  
 
Fig. 5: Process of data collection and analysis using grounded theory research design 
 
 
 
  
 
In the grounded theory research design, however, data collection and analysis are done in several 
stages until information saturation (See figure 5). Charmaz (2006) says that grounded theory 
aims to penetrate the phenomena by moving through various levels of theory building that is 
from description through abstraction, to conceptual categorization, in order to probe underlying 
conditions, consequences and actions. The process begins with an inductive approach, where it 
involves engaging in simultaneous data collection and analysis, consists of several flexible 
guidelines and emphasizes constructing the analysis and the construction of middle-range 
theories.  
 
Grounded means that the theory will be generated on the basis of data and grounded in data, 
while theory means that the objective of collecting and examining empirical data is to generate 
theory to explain the data (Punch, 2009:129). Practically, the researcher deduced emerging codes 
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and categories as grounded in the data as he continuously collected more empirical information 
until information exhaustion (Charmaz, 2006:12).  
 
Urquhart further describes the grounded theory as a strategy for deriving theory of human 
behaviour from the empirical data as part of symbolic interactionism (Urquhart, 2011:26). In this 
way, the researcher attempted to study human behaviour by pointing out possible symbols 
exhibited through actions and investigation. It is these symbols that formed the theoretical codes. 
For example, the researcher tried to understand how schools deal with the problem of values and 
school discipline by studying the possible emerging symbolic interactions. The researcher relied 
on his own definitions of values and discipline as lenses through which to evaluate the symbolic 
interactions in a school setting.  
 
Further still, grounded theory is used where the researcher wishes to study a social phenomenon, 
problem, process or case where there is very little theory available or the available theories do 
not tantamount to the researcher‟s sufficiency (Urquhart, 2011:28). In the Ugandan school case, 
there seems to be little theory describing how educators and school management integrate values 
into school discipline. Many of the available theories of values and the avenues of integrating 
these values into school discipline are practices developed from western experiences. For 
example, avenues such as the pedagogic function, character education, the OBE philosophy and 
the pluralistic function are experiences from either British educational policies, Australian or 
South African experiences as literature review indicates. There is need, therefore, to develop new 
theory that is suited to the Ugandan case which possibility is in the use of grounded theory as a 
research design.  
 
Grounded theory had its origins right from 1967, with Glaser and Strauss as the first proponents 
of the method. In their book, The Discovery of Grounded Theory, Barney Glaser and Anselm 
Strauss developed a research methodology that aimed to systematically derive theories of human 
behaviour from empirical data. Grounded theory was a contribution to the field of symbolic 
interactionism which is a special methodology for the study of human behaviour in sociology. 
Over the years, grounded theory developed into two distinct variants. One variant was favoured 
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by Glaser, the other by Strauss. A very public disagreement broke out between the originators, 
Glaser and Strauss.  
 
Consequently, in a later publication by Strauss and Corbin in the 1990, the two (Strauss and 
Corbin) tried to compound those differences in another book (Punch, 2009:131). However, 
Urquhart (2011:32) adds that the idea of constant comparison is at the heart of grounded theory 
as a method, and can be seen as nothing more than an enlightening rule of thumb which assists 
researchers to understand the process of analysis. Put simply, constant comparison is the process 
of constantly comparing instances of data that you have labelled as a particular category with 
other instances of data, to see if these categories fit and are workable. If they do, and the 
instances mount up, then we have what Strauss and Glaser call „theoretical saturation‟. 
 
6.3.1 Types of grounded theory 
 
There are three types of grounded theory which arose after a disagreement between the 
proponents of the method, Glasser and Strauss. These are Glasser‟s classical approach to 
grounded theory, Strauss and Corbin‟s approach to grounded theory, and Charmaz‟s approach to 
grounded theory. It is important to understand them all, through comparison, in order to serve as 
the basis for selecting the most relevant one for the present study.  
 
6.3.1.1 Glasser’s classical approach to grounded theory 
 
Glasser‟s grounded theory looks at coding in the context of open coding, theoretical coding and 
the use of coding families (Urquhart, 2011:27). His approach is called the classical approach to 
grounded theory. In this method, he considers theoretical coding which is the weaving of 
hypotheses into theory, and it helps to focus substantive codes into an analytical and coherent 
story through mind mapping and clustering processes (Punch, 2009:188). Glasser believes that 
after building theory or categories, the researcher should proceed to develop a logical but 
analytical story for public understanding. Such a story should be constructed on the basis of the 
causes, context, conditions and consequences of phenomena (Punch, 2009:189). Glasser further 
talks about coding families or groupings which aid code development. Key categories of these 
coding families include the following: 
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1. Interactive: looks for mutual dependency, mutual effects and reciprocity in the 
categories. 
 
2. Reading family: looks for concepts, problems and hypotheses in the memos. 
 
 
3. Maintenance family: sweeping array of structural concepts such as social institutions 
and social order, socialization, social interactionism and social worlds. This family is 
highly placed in sociological or anthropological studies.  
 
6.3.1.2 Strauss and Corbin’s approach to grounded theory 
 
After a disagreement with Barney Glasser on some views on grounded theory composition, 
Anselm Strauss came up with his own theoretical understanding of grounded theory. One of the 
most spectacular differences (with Glasser), pointed out in Strauss‟s work with Juliet Corbin, is 
the grounded theory‟s centrality on theoretical sensitivity (Strauss & Corbin, 1990:41). 
Theoretical sensitivity refers to the attribute of having insight into data thereby constructing an 
ability to give meaning to data, the capacity to understand and capability to separate the pertinent 
to what is not pertinent (Strauss & Corbin, 1990:42). For example, empirical data is 
meaningfully investigated if the researcher puts critical analysis into its interior separation and 
interactionism to get a factual picturesque of its realm. The analytic process, itself, provides an 
additional source for theoretical sensitivity where insight and understanding about a phenomenon 
increases as a researcher interacts with data (Strauss & Corbin, 1990:43).  
 
Thus Strauss and Corbin order to effectively pursue theoretical sensitivity as a grounded theory 
method, the researcher collects data, analyses it, compares the categories with other data or even 
collects more data and analyses it to see emerging themes until information or theoretical 
saturation is attainable. In this process, the researcher seeks to develop small theoretical 
frameworks about concepts and their interrelationships (Strauss & Corbin, 1990:44). The other 
distinctive difference between Anselm Strauss and Barney Glasser‟s view of grounded theory is 
that Strauss is interested in more selective coding and memo interpretation for the documents or 
texts rather than the more initial and open coding system that is laborious and concentrates on 
building analytical stories from clustering processes. 
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Glasser would believe that coding is a tedious process that requires theoretical and open coding 
processes in order to ascertain the actual meanings behind words. Strauss and Corbin further 
argue that theoretical sensitivity represents an ability to use both personal and professional 
experiences imaginatively, in order for the researcher to see the research situation and its 
associated data in new ways and to explore the data‟s potential for developing contemporary 
policy and practice. This stage in Strauss and Corbin‟s elucidation was relevant in the present 
study for the integration of values into management of school discipline, where the implications 
of the textual analyses would aid the formulation of recommendations for the study. On coding, 
the Strauss‟s approach looks at three types: open coding, axial coding which uses a conditional 
matrix or relational coding guide, and selective coding.  
 
6.3.1.3 Charmaz’s approach to grounded theory 
 
Charmaz (2006:21) adopts a constructivist grounded theory where she discusses particular 
properties critical to grounded theory. It is a contemporary revision of Glasser and Strauss‟s 
classical grounded theory.  It assumes a relativist approach, acknowledges multiple standpoints 
and realities of both the grounded theorist and the research participants, and takes a reflexive 
stance toward our actions, situations, and participants in the field setting, and constructions of 
them in our analyses. She remarks that grounded theory is a qualitative methodology which 
assumes constructing analytical codes and categories from data, not from preconceived logically 
deduced hypotheses, as it is with quantitative approaches. It also assumes the use of the constant 
comparative method, which involves making comparisons during each stage of the analysis. This 
stage was relevant to the present study where the researcher had to carry a lot of analytical 
comparisons of interpreted texts to ascertain commonality grounds and gaps. In this way,  
 
 
Charmaz also talks about memo writing to elaborate categories, specify their properties, define 
relationships between categories and identify gaps. Finally sampling aims at theory construction 
but not for population representativeness. However, Charmaz interestingly notes that literature 
review should be conducted after developing an independent analysis. This means first collecting 
data, analyzing the data and interpreting it for useful findings before writing the literature review. 
The process is mean to limit biasness in theory building which might come from already existing 
theory in the literature review.  
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Grounded theory, according to Charmaz (2006), opposes the extension of an already existing 
theory because it is the work of quantitative researchers. However the difference between 
Charmaz on the one hand, and Strauss and Corbin on the other, could be the interest in extending 
an already existing theory; to Charmaz, it is simply a quantitative encounter that abrogates the 
rules of procedure in qualitative analysis. One might begin with the existing theory and attempt 
to uncover how it applies to new and varied situations, as differentiated from those previous ones 
(situations). The theoretical framework would provide a set of concepts and relationships, which 
are relevant with Strauss and Glasser, and the researcher, would verify it against the data through 
a process of comparison. This process of comparison was relevant in the analysis chapters where 
the researcher had to verify his interpretations from documentary analysis data with those of 
interviews and focus group discussions in order to come up with analytical comparisons and 
contrasts for policy implications and theory building. 
 
Charmaz further indicates that theoretical sensitivity in the grounded theory approach can also 
come from literature review (Charmaz, 2006:47). In this way she is confirming the need to cross-
reference data findings with literature reviewed, especially on philosophical and theoretical view 
points, government reports and research studies. This helps to stimulate theoretical building by 
providing conceptual feelers, properties, assumptions and their relationships that are checked out 
against actual data. Charmaz adds that the grounded theory approach is instrumental in deriving 
accurate descriptions out of empirical data and organizing the data according to a few themes. 
Also any concepts that come out of these studies may have relevance to a research study. All 
these descriptions combined help to develop an analytical story line on which the research study 
is built logically. Charmaz looks at two types of codes: initial and focused coding. Initial coding 
which is an attempt to code with words that reflect actions to avoid making extant theories before 
doing the necessary analytical work. It tries to avoid participants‟ orchestrated impressionism to 
stick to coding for analytic insights.  
 
Charmaz thinks that initial coding tries to avoid biased analysis. In this way, Charmaz thinks of 
conducting word-by-word coding to attend to the structure and flow of words, and incident-by-
incident coding to look for conditions in the texts. She also explicates that in initial coding the 
researcher explores in vivo codes by paying attention to language used by participants. Such 
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language, especially new terminology, would denote cardinal experiences in the data. Focused 
coding is using the most significant or frequent codes to sift through large amounts of data in 
order to determine adequacy of those codes. Focused coding requires decisions about which 
initial codes make the most analytic sense to categorize your data, incisively and completely. It is 
critical in drawing a final theory.  
 
6.3.2 Motivation for choice of Strauss and Corbin’s grounded theory 
  
The researcher therefore adopted Strauss and Corbin (1990)‟s approach to grounded theory 
which emphasizes all the three coding processes: open/initial coding, axial coding (establishing 
relationships or comparisons in analysis) and selective/focused coding which looks at theoretical 
codes for the development of core categories. These coding processes were all central to the 
actual analytical procedure and structure of presentation of data analysis in chapter six and 
seven. The process below shows how the researcher adopted the three coding systems by Strauss 
and Corbin (1990): 
a) The researcher used open coding in order to unleash findings in the form of facts and 
experiences embedded in the participants‟ own words, documented analysis, and field 
observations. This required him to critically study the language used by establishing 
significant codes, properties and dimensions that emerge in the transcripts. Furthermore, 
open coding helped the researcher to build an analytical story through clustering ideas or 
codes developed in order to make a logical outline. The outline was based on identifying 
phenomena, the causes, context, conditions and consequences of phenomena. 
 
a) Axial coding was used to draw similarities and differences in the findings. It also 
concentrated on drawing meaning by comparing multiple realities and experiences in the 
different sets of data, gathered using different tools (personal interviews, Focus Group 
Interviews [FGIs], documents and field observations). In order to practically ascertain 
gaps in the analytical comparisons, the researcher used to ask himself why such an 
analytical similarity or difference.  It is at this stage that data collection was done, 
analysis carried out, emerging themes developed, and data was again collected from other 
realities or experiences, analysed until information saturation.  
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b) Selective coding was used to make theoretical conclusions drawn from the 
interpretations, drawing lessons, implications of the findings, and recommendations for 
policy development. It also looked at the critical analysis of findings in order to report on 
new information, confirm existing information and discuss opposing views especially 
those from participants‟ opinions. This process directed theoretical sensitivity to the 
building of an optimal framework for integrating values into school discipline in 
Ugandan schools. The researcher was theoretically sensitive through targeting the grasp 
of the central philosophical and theoretical constructs and core categories that the data 
suggested using inductive analysis. 
 
It was on the basis of this that Strauss and Corbin (1990)‟s approach to grounded theory formed 
the basis of the present study‟s analytical procedure in chapters seven and eight, formulation of 
the conclusions and recommendations, and model building in chapter nine.  
 
6.4  The study population or universe  
 
Several scholars define the universe or natural setting in many ways. According to Creswell 
(2009:41), the study population or universe, in qualitative research studies, is the natural setting 
depicting the location of the study participants. Amin (2005:235) defines the natural setting as a 
complete collection of all the objects or participants in a particular investigation. The study 
population or universe in qualitative studies plays a central role. It should demonstrate volumes 
of credible information from participants that an investigator trusts. Owolabi (2009:10) 
articulates that in order to gather credible and adequate data the universe must be information 
rich. In order to ensure that the natural setting is information rich, Nsubuga (2000: 53) argues 
that the investigator must always get in depth information, by looking at participants that are 
capable of giving him/her as much information as possible. Therefore, the study population or 
universe forms the description of a natural setting that is the basis of ensuring  availability of the 
most appropriate and credible information (Amin, 2005:181; Berg, 2004).  
 
Lodico, Spaulding and Voegtle (2010:65) observe that in qualitative studies, researchers aim at 
exploring the phenomenon in question by focusing on the individuals who experience it and their 
capability to generate as much credible data as possible. This follows the assumption that 
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understanding is maximized by minimizing the interpersonal distance between the researcher and 
the participants. Mbaaga (2000:69) reiterates that the researcher must collect opinions from 
participants based on their inherent realities, experience, and complexities because they have the 
ability to create their own experience. It refers to the participants or groups of participants that 
the study utilizes to access information which is why they must be people that will credibly 
provide all relevant data (Mbaaga, 2013). In this study, the researcher‟s natural setting included 
educators, learners, prefects, counsellors and school management. School management included 
the principal or deputy in the absence of the principal.  
 
These were varied with different schools in order to ensure maximum variation. Therefore, a 
universe, in qualitative studies, should be in position to supply the researcher with exhaustive 
information. Exhaustive information can facilitate the tapping of the best findings and the arrival 
to the right conclusions. In this way, exhaustive information gained from a universe must depend 
on a thorough study and description of the participants in the location of the study. All these 
categories of respondents were deemed to be relevant in the process of collecting useful 
experiences, actions, conditions, opinions and behaviour that would vitally lead to the creation of 
an information rich natural setting.  
 
6.4.1 Selection of the natural setting for the study 
 
 
The natural setting or universe for this study was schools in Kampala district, as the unit of 
analysis for empirical data. Kampala district is the capital city of Uganda. The six selected 
schools were primary and secondary schools, categorized into public (government), private and 
religious schools. The justification of choosing public, private and religious schools as the area 
of study is that these categories play an important role in the development of Uganda‟s formal 
education since colonial times.  
 
The history surrounding each category of school, in the table above, serves as a stronghold 
defining the growth, pattern and development of education in Uganda.  What each category 
pronounces as its philosophy would serve as the basis for understanding which values it brings 
forward. It is also assumed that each category of schools could represent particular values 
depending on its founding creed.  
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6.5 The sample 
  
Selecting a sample is a very important step in conducting a research study. In qualitative 
research, the investigator must determine the sample that will provide sufficient and credible 
information to answer the research question. Kothari (2003:143) adds that in social science 
research, the investigator may not have the capacity to study the entire universe because of 
limited finances and time. Because of limited funding and time, the qualitative researcher cannot 
investigate the entire natural setting. Instead, he selects a smaller portion of it called a sample. In 
this study, the researcher finally selected a sample size of sixty participants (See table 2). As 
such, the investigator narrows down to a manageable sample.  Several scholars have defined a 
sample in qualitative studies in many dichotomies. Firstly, Koul (2007:88) defines a sample as a 
collection of some elements of a universe. The sample is a smaller unit of an entire universe. 
Nsubuga (2000:66) refers to a sample as a subset of a universe. The sample comprises of 
participants in the study and the descriptions of such participants.  The characteristics of a good 
sample are that it must be appropriate to the study at hand and it must be manageable.  
 
 
6.5.1  Sampling procedure 
 
What is sampling? Zikmund (2000:133) defines sampling as a process of selecting a manageable 
sample size. The aim of such a selection is to ensure that the researcher taps the most credible 
and right information that will enable him/her acquire the right findings and draw the right 
conclusions. Nsubuga (2000:87) indicates that in qualitative research, sampling is based on the 
location of the study and quality of the participants not the quantity of the data to be collected. 
The researcher aims at getting credible information if the participants are trustworthy and at the 
same time, they have the capacity and experience to provide the rightful information. Kothari 
(2003:55) further argues that sampling enables the researcher to study a relatively small number 
of units drawn from the universe. If the researcher uses the entire universe for study, he is likely 
to make incomplete coverage, which is why he must study a smaller proportion of the universe, a 
sample. Kothari (2003:145) articulates that the use of sampling to select a sample from a 
universe is aimed at economizing time. Sampling is less time consuming than the census. For 
example, the dependence on information from an entire universe usually takes very long time 
and a lot of money than the use of a small proportion of a universe, the sample. Amin (2005:239) 
adds that sampling ensures completeness and a high degree of accuracy due to a limited area of 
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operation. In dealing with a sample, the volume of work is reduced; therefore, careful execution 
of fieldwork is possible. The processing of the data is also done more accurately, to produce 
accurate results. 
 
 
6.5.1.1 Non-probability sampling strategies 
 
In order to select the appropriate sample for the study, the researcher used a non-probability 
sampling strategy. Non-probability sampling strategies are disproportionate sampling procedures 
that do not use a systematic method of selecting samples for use. They are mostly used in 
qualitative studies (Amin, 2005:237).  For example, Mohapi (2007:145) also indicates that in 
qualitative research the sample is arbitrarily selected because in this case the representativeness 
of the population is not the central issue. What is central is choice of credible participants for the 
study, through a clear description of the natural setting. Nsubuga (2000:78) argues that non-
probability sampling is a subjective strategy common to qualitative studies. Again Puchta and 
Porter (2004:88) further argue that in non-probability sampling, the units are selected at the 
discretion of the researcher. Even Koul (2007:50) observes that non-probability sampling uses 
human judgment in selecting units and have no theoretical basis for estimating population 
characteristics. Furthermore, Nsubuga (2000:45) argues that non-probability sampling is 
whereby the elements in the universe do not have a known probability of being selected. Instead, 
such sampling is based on the researcher‟s experience and on the participants‟ credibility and 
sensitivity towards a subject. This qualitative research study therefore used non-probability 
sampling methods because it did not aim at producing statistically representative sample or draw 
statistical inference. The choice of the sampling techniques enabled the researcher to select the 
most appropriate sample for the study. The study used two non-probability sampling strategies 
and these were: purposive sampling and maximum variation. 
 
a) Purposive sampling 
 
Koul (2007:244) defines purposive sampling as a type of sampling where the investigator uses 
his own judgment to select the participants of his study. Judgment in purposive sampling, as used 
in this present study, was based on the purpose of the study and the appropriateness of 
participants (in terms of experience and professionalism) to answer the research questions. 
Creswell (2007:76) argues that in the case of a purposive sampling the number of people 
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interviewed is less important than the information needed from them and the kind of criteria used 
to select them. Therefore the investigator does not mind much about the size of the sample 
selected but the strength of the participants in the study context. In this case therefore, all 
participants that were chosen occupied important positions in the study.  
 
The reasons to justify this above assertion are many. First, the learners were chosen because of 
their centrality in the study as the main unit of analysis. They are the unit of focus for the entire 
study. The prefects are the leaders chosen by the learners‟ population. They serve as a bridging 
link between the learners and school management as far as management of discipline is 
concerned. They help the educator to enforce the code of conduct. So they had valuable 
information on the management of school discipline and on values.  The counsellors are quite 
important focal points of discipline and moral rearmament. These counsellors impart discipline 
and values using remediation and restorative justice.   
 
The researcher chose not to include any interviews of other members of the SGB, except the 
principal, because all of them are “absentee landlords”. Being absentee landlords, the researcher 
found it a little hard to gather these people to participate in the interviews from time to time. 
Instead, he opted to exclude them in the entire study and only use the principal. The principals 
were chosen for the study because they are the heads of the schools so they are solely responsible 
for implementation of policy on school discipline. More so, principals are the secretaries to the 
School Governing Body (SGB) and the technical persons on this same body. This implies that 
they are always consulted by the SGB on all technical matters on school management including 
the optimal methods of enforcing learners‟ discipline. When the researcher wanted reports and 
minutes from the SGB regarding design and implementation of school policy, he easily accessed 
these documents from the principals who are the custodians. Therefore there was no reason why 
the researcher could include members of the SGB into the study when principals were present.  
 
Every detail and thinking from the SGB was represented by the principals. Further still, 
principals and their deputies facilitate educators with resources to maintain discipline, they 
influence top school decisions which also affect choice of values to impart in learners. Musisi 
(2000:28) argues that school heads‟ (principals) management styles significantly influence the 
implementation of many school activities. If principals are hardworking, charismatic and 
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focused; they could drive many activities of the school to a positive direction. The deputy 
principals were used for the study in cases where the principal could not be reached for a word or 
had delegated his or her deputy to participate in the interview sessions. This means that whatever 
matter that needed further consultation with the principal, the deputy could easily consult the 
principal and feed the researcher with vital information.  
 
b) Maximum variation as a sampling strategy 
 
Maximum variation was also used to ensure information saturation. Maximum variation refers to 
varied sampling for heterogeneity. It is a form of purposive sampling (Nkata, 2003:6) and a 
sampling technique aimed at varying the participants until a time the investigator realizes 
information saturation (Nsubuga, 2000:65). In order to ensure that the information obtained was 
rich and sufficient, the researcher probed for more participant responses until maximum 
variation. However, variation of participants was done but did not exceed ten participants in each 
of the six schools as the maximum (see table 2). In this study, the investigator wanted to 
understand how a social phenomenon is understood among different people, in different settings, 
and at different times in order to ensure access to credible findings. When using maximum 
variation as a sampling strategy, the researcher selected several units or cases that maximize the 
diversity relevant to the research question. For example, he varied his selection by employing 
several participant groups to maximize diversity of opinions. In addition, the numbers chosen for 
interview in each group of participants was also varied and reasonable enough to give concrete 
assurance that the maximum variation was a quality exercise.  
 
 
One interviewing the learners, for instance, the researcher realized that some answers to 
particular questions or themes required the intervention of other groups for more credible, in-
depth, and professional information that is necessary in theory building. Where prefects could 
come in to supplement or educators, the researcher interviewed them for such information 
additions. In other words, participants were varied from time to time depending on the themes 
that emerged and the vitality of information collected. For some issues that would necessitate, 
still, the intervention of higher authority like educators, principals and counsellors; the researcher 
was more than ready to collect such information and analyse it immediately to see the themes 
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that emerged in order to aid the next step in data collection. In this way, maximum variation was 
articulated throughout the sampling process (See fig.5). 
 
6.5.2 Sample size selection 
 
In order to ensure choice of an appropriate and manageable sample, the size of the sample 
matters very much (Schostak, 2002:145). Mbaaga (2013: 23) argues that a good sample size is 
one that is well drawn from the universe. The researcher should describe its characteristics and 
relate these to the universe. In this study the sample size drawn was of sixty (60) participants 
who included twenty four (24) educators, six (06) counsellors, twelve (12) learners, twelve (12) 
prefects, either six (06) principals or their deputy principals (See table 2 for sample size 
selection). For purposes of comparisons, to avoid bias and to facilitate axial coding, it was 
important to select all these participant groups for the study. It also aided reporting findings 
based on varied viewpoints from different categories of participants.  
Table 2: Sample size selection 
Category 
 
School Type Educator 
 
Counsellor Learner 
 
Prefect Principal/ 
Deputy 
principal 
 
Total 
Religious 
schools 
 
School A Secondary 
(Catholic) 
4 1 2 2 1 10 
School B Primary 
(Islamic) 
4 1 2 2 1 10 
Public 
Schools 
School C Secondary 
(Anglican) 
4 1 2 2 1 10 
School D Primary 
(Secular) 
4 1 2 2 1 10 
Private 
Schools 
School E Secondary 4 1 2 2 1 10 
School F Primary 4 1 2 2 1 10 
Total 24 06 12 12 06 60 
Source: School and ministry records 
 
6.6  Credible data collection and the trustworthiness of participants  
 
It has been noted earlier that the quality of participants in a natural setting is the most vital 
element in qualitative data since qualitative research is not based on proportionate sampling 
strategies (Mohapi, 2007).Therefore choice of the most trustworthy participants in a qualitative 
study is the basis of acquiring credible data for drawing appropriate conclusions. More still, 
credible data means that appropriate and sufficient data is collected in qualitative studies. In 
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order to ensure credibility of data in the present study, the researcher used the following 
strategies: 
a) A clear understanding and interpretation of the nature of each research question to 
ascertain the most appropriate form of data that is required (De Vos, Strydom, Fouche & 
Delport, 2002:33). This process required consulting a number of professionals and 
academics to critically evaluate the research questions.  Kulbir (2001:67) comments that 
credibility is obtained when the study addresses what it actually intends to address.  
 
 
b) Selection of participants who are trustworthy and experienced that they will give credible 
and relevant information. In this process, the researcher selected and collected data from 
educators who have at least five years‟ teaching experience.  The learners and prefects 
were mostly learners in higher classes as they were more experienced in discipline 
matters than those in lower classes. Kisilu and Tromp (2010:34) argue that in ensuring 
credibility the investigator has to consider the knowledge, expertise and behaviour of the 
participants in the natural setting. 
 
c) Silverman (2001:365) postulates that in ensuring credibility and trustworthiness of the 
study findings, the investigator must gather information about the background of the 
natural setting through either documents or people who know about the setting. Such 
information helped the researcher in this study to get credible information because he 
knew about the setting and the capacity of participants to provide rich information. 
Information about the natural setting is partly indicated in tables 2 and 3, as well as in the 
data collection procedures where a pre-study visit is described and motivated.  
 
d) In order to ensure credibility of data triangulation was done. The worth and quality of the 
qualitative data collected was checked by use of triangulation on multiple data collection 
sources, that is the face-to-face interview and focus group interview. The researcher used 
the two strategies to check accuracy of the data collected. In addition, triangulation was 
made using the various categories of participant groups. Information was verified from 
one participant group to another and from one participant to another. The researcher also 
gathered data from private and public schools, rural and urban schools, and religiously 
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founded and secular schools. Amin (2005:64) defines triangulation as the use of multiple 
methods, data collection strategies to collect data from a variety of angles in order to 
check each angle its information is credible. Triangulation uses the multi-method 
approach aimed at provoking contrasts and similarities in research. Triangulation 
compares multiple data collection instruments so as to ascertain the truth and relevance of 
what is collected (McMillan & Schumacher, 2001:77).  
 
6.7  Data generation strategies  
 
Data generation is an important stage in the research process in which the researcher sources for 
the most credible, sufficient, and trustworthy information to answer a research question. In this 
process, the qualitative researcher uses data generation strategies. Silverman (2000:60) argues 
that data generation strategies in qualitative studies help the researcher to develop the study from 
an inquiry-based point of view with a practical mechanism of seeking people‟s opinions and 
experiences on a particular issue.  Amin (2005:261) defines data generation strategies as the 
tools that are used to access data from participants. The researcher used as data generation 
strategies personal interviews, focus group interviews, documentary analysis and grounded 
theory. Nsubuga (2000:21) states that personal interviews, focus group interviews and 
documents are traditional sources of data collection common to a qualitative research study. 
These strategies facilitate an interactive process of data collection and building friendly 
dialoguing that could not be obtained in limited and impersonal questionnaires if the later were 
used. However, the use of interviews required face-to-face interactions, while documentary 
analysis required the comprehensive analysis of a series of secondary documents.   
 
McMillan and Schumacher (2001:148) argue that there is need to confirm face-to-face 
interactions with participants because the process involves a deeper understanding of the 
participants‟ experiences. Such an interaction is vital in the process of theory building. Osher, 
Cartledge, Oswald, Artiles and Coutinho (2004:60) reconcile that in face-to-face meetings an 
investigator is able to encourage participants and help them look more deeply into a problem. 
Through a participant‟s incidental comments, facial and bodily expressions and tone of voice, an 
interviewer acquires information that would not be conveyed in written replies. Furthermore, the 
procedure used in obtaining credible data from personal interviews and focus group interviews 
was the use of a tape recorder and filed notes gained from observations.  
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6.7.1 Personal interviews 
 
Personal interviews are common strategies of data collection used in qualitative social research. 
They provide in-depth information about a natural setting, which is pertinent in qualitative 
studies. Such in-depth information aims at a comprehensive description of social phenomena. 
Scholars have defined personal interviews in several ways. Koul (2007:66) defines an interview 
as an oral questionnaire where the investigator gathers data through direct verbal interaction with 
a participant. Ary et al. (2006:480) state that the personal interview could be regarded as one of 
the most widely used strategies for gathering qualitative data. It is used to gather data on a 
subject‟s opinion, beliefs and feelings about the situation in his or her own words. Yates 
(2004:156) argues that „personal interviewing‟ literally means to develop a shared perspective 
and understanding (a view) between (inter) two or more people. In other words, the researcher 
and the participant develop a shared understanding of the topic under discussion using questions 
developed under such a topic. The purpose of personal interviews is to find out what is on 
someone else‟s mind and since this cannot be directly observed or measured, the researcher has 
to ask questions in such a way as to obtain meaningful information. The interviews seek to 
describe and understand the meaning of central themes in the life-world of the respondents. 
School counsellors, principals and their deputies were interviewed using personal interviews.  
 
Personal interviews therefore are optimal for collecting data on individual‟s personal histories, 
perspectives and experiences. Instead of written responses, the subject gives the needed 
information verbally in a face-to-face relationship where ideas are exchanged between two 
parties, the researcher and the participant. Mohapi (2007:61) observed that personal interviews 
require the actual physical proximity of two people and generally require that all normal 
channels of communication can be open to them. These channels of communication include 
verbal communication, actions expressing feelings, and possibly noise in case of wonder, 
clamour and mystery.  Actions or gestures are then recorded as observations. Such interactions in 
personal interviewing, according to Amin (2005:44), enable the inquirer and the participant to 
share comments and experiences, which are crucial in later interpretation and analysis of such 
experiences from the participants‟ own natural setting. In the present research, the personal 
interview was a conversation carried out with the definite purpose of obtaining certain 
information by means of the spoken word and gestures.  
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The personal interview strategy allows for greater flexibility because it enables the interviewer to 
restructure questions and repeat them since it is face-to-face. Through the use of the personal 
interview, the researcher was able to explain the purpose of the investigation and to use in-depth 
questions to clearly dig into the information he wanted. Such in-depth information enabled him 
exhaust the subject matter and be in a better position to move smoothly to the next stage 
(Kothari, 2003:97-99). In order to get all the responses and narratives needed in an in-depth 
encounter, the researcher used a series of probing questions to stir up the minds and feelings of 
participants to feed the researcher with more and more information (Silverman, 2001:27). 
Nsubuga (2000:48) argues that personal interviews are particularly useful for getting the story 
behind a participant‟s experience. The procedure used in personal interviewing involved four 
issues; the role of the researcher or investigator, tape recording information, the sorts of 
observations recorded, and note-taking.  
 
 
6.7.1.1 The role of the researcher or investigator 
 
It is also important to note that the investigator was quite crucial to the success of this study. He 
was therefore present all the time. During the personal interview process, the researcher 
summarized participants‟ experiences according to each research question. He later studied these 
experiences to deduce main ideas that would help in formulation of themes, theory, and logical 
interpretations (Kothari, 2003:36). The personal interview mood was conversational, relaxed and 
involved a lot of probing in order to collect more information and establish an amicable 
understanding between the participant and the researcher since in qualitative studies participants 
must be handled with care so as to ensure that they give credible information (Amin, 2005:45).  
 
 
6.7.1.2 Tape-recording information 
 
During the personal interview, the responses from participants were tape-recorded. This helped 
the researcher to clearly get all the in-depth information without distortions. Secondly, he 
avoided any possible distractions on engaging in actual recording, verbatim of the whole 
interview; concentration would not be realized and in the end the failure to probe systematically. 
But before a tape-recorder was included in the process of personal interviews, the researcher first 
sought consent from the participant on whether to record the interview. 
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6.7.1.3 Observations recorded 
 
 
The observation method was used to closely see and monitor the participant‟s behaviour during 
the interview. The behaviour displayed by the participants when giving a particular response 
could possibly imply something in the theoretical development of the experiences given and later 
on the analysis. Observation also contained the descriptions of the natural setting especially those 
pertaining to the chosen category of schools and their history (See table 2). Observations were 
also based on why each participant was picked for the study (Ritchie & Lewis, 2003:35).  Even 
the participants‟ tone and moves were observed and recorded. Mohapi (2007:88) asserts that the 
tone of the participants is a major indication of their emotions as they tell their ordeal. Ngubane 
(2009:103) insinuates that in qualitative research studies, participants‟ movements and voice tone 
show their non-verbal reactions as they give their opinions or respond to questions paused by the 
investigator. These should all be recorded in the note-book as field notes. Zikmund (2000:452) 
argues that observation can be described as a qualitative research procedure that studies the 
natural and everyday setup in a particular community or natural setting.  
 
6.7.1.4 Note-taking 
 
Besides tape-recording the interview verbatim, the researcher had a small „note book’ in which 
he was recording the observations. The observations could not be tape-recorded although they 
were vital to the research process (Kisilu & Tromp, 2010:16). Note-taking was restricted to 
observations and not the whole interview because the researcher would be distracted by note 
taking other than listening to experiences from the participant (Mohapi, 2007:79). Both tape 
recorded information and recorded notes constituted the field notes. Koul (2007:408) argues that 
field notes help in involving parties in the course of interviewing, observation and narratives.  A 
negative mood displayed by the participant was recorded by the researcher by an (X). If the 
response indicated a moment of happiness or acceptance of something as good and appropriate, 
then, the investigator recorded the participant‟s mood as positive (√). However, both description 
(emic) data and reflective (etic) data were used in recording field texts. In this study, the notes 
were written based on two issues: 
i) Descriptions of the cause, course and consequence of things or phenomena in the 
natural setting (e.g. descriptions of schools and participants) (Emic data). 
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ii) Emerging behaviours during the interview process especially emotions and feelings. 
 
iii) Reflective information (inference) which included comments, conclusions, themes 
and theory (Etic data). 
 
6.7.2 Focus Group Interviews (FGIs) 
 
Focus Group Discussions (FGIs) are another important form of qualitative data collection 
instrument that was used in this study to tap the feelings and beliefs of participant groups. Some 
groups of educators, learners and prefects were interviewed using FGIs (Mohapi, 2007:77). The 
Focus Group Interviews groups constituted a maximum of five participants and a minimum of 
three participants. Researchers have defined Focus Group Interviews in many ways. Ngubane 
(2009:17) defines Focus Group Interviews as a research technique that collects data through 
group interaction based on a topic or research questions on a subject pre-determined by the 
researcher. The focus group sessions aim at tapping respondents‟ impressions, experiences, 
comments, interpretations and opinions. The researcher acted as the moderator and he played a 
vital role in steering the discussions as he/she drew out relevant information and at the same time 
kept members on track with the main issue of concern.  
 
The discussion in Focus Group Interviews first dwelt on understanding the cultural setting and 
description of the context surrounding how schools interpret discipline and values. The matter of 
whether values should be included in school discipline was interrogated. The description of the 
cultural, historical, and philosophical setting and founding of the school plus the disciplinary 
activities carried out in the school indicated clearly whether values could be integrated into 
school discipline. Gupta (2001:159) argues that Focus Group Interviews are effective in eliciting 
data on the cultural norms of a group and in generating broad overviews of issues of concern to 
the cultural groups or sub-groups represented. The researcher collected views and opinions from 
a group of participants who agreed to be collaboratively engaged in the activity. More still, it was 
easier to collectively interview some participants than conducting personal interviews. Secondly, 
some school principals feared and felt hesitant that personal interviewing could push some 
educators and learners to point out sensitive information during the interview process. So these 
principals requested that in some conditions the interview be a group interview.  
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In order to conduct the FGIs effectively, several processes were involved. The goal of 
interviewing was to elicit participants‟ feelings, experiences, attitudes and perceptions about a 
selected topic or group of questions. The researcher was the moderator who set the stage with 
prepared questions on an interview guide (Kothari, 2003:114; Koul, 2007:23). The Focus Group 
Interviews were conducted as open and purposive conversations where the researcher asked 
questions on a particular topic and a set of questions related to the research objectives. In this 
process, each participant could answer a question posed in his or her own way depending on his 
or her own interpretation and conviction (Creswell, 2009:7). McMillan and Schumacher 
(2001:45) contemplate that Focus Group Interviews entertain comments or reactions from varied 
participants on a subject matter. Zikmund (2000:89) notes that the Focus Group Interview aims 
at finding out what other people feel and think about the phenomenon under investigation, and 
what the interviewees say, essentially constitute the raw data. Finally, the investigator used 
rapports in order to lure and motivate participants to provide more and more information 
especially on sensitive subjects he hoped could not be willingly discussed by the participants if 
they are not handled as a sensitive group.  
 
 
The researcher introduced the topic and then guided the discussion by means of general yet 
probing questions.  Throughout the Focus Group Interview, every action and immediate feelings 
among participants were carefully observed and recorded in a notebook. Such actions and 
feelings later became useful in suggesting background information. But whenever the researcher 
sensed that no more new information was tapped; he closed the subject and tuned to another 
topic or asked a different question. He also allowed participants to ask questions. The responses 
were tape recorded and notes taken. Puchta and Porter (2004:17) argue that what is remarkable 
about focus groups is that their moderation is task-oriented. This means that both moderators and 
participants in the study orient to the task of producing opinions.   
FGIs are useful research tools, but they are also very complex in the way they work. In addition 
to revealing general sociological information, they bring out otherwise hidden differences of 
opinion between members of the same establishment/institution, which even at times turn into 
open clashes. This is why it was important to give both acceptance and opposing views in the 
analysis and interpretation chapters in order to drive the FGI debate home.  
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The following procedure was used in focus group interviewing. First, the investigator 
interviewed more than one participant together. Second before the group interviews commenced, 
a secretary was chosen to take notes while the investigator conducted the group interviews. 
Finally, the investigator often introduced a theme or question for debate by the members.  
 
 
6.7.3 Documentary analysis 
 
Documentary analysis is a secondary data collection method largely used in qualitative studies. 
Kothari (2003:233) defines secondary data as data that already exists and does not have to be 
collected by the researcher. Secondary data could be in the form of statistical bulletins, 
unpublished works, archive materials, conference papers, textbooks, published works and 
research studies. The documentary analysis for this study was specifically conducted to analyse 
the following research questions:  
1) What is the available literature on the integration of values in disciplinary management 
in schools?” Chapters, three, four and five provide a discussion of the literature required 
for this question. The chapters  also deduce  an analytical lens through which the 
concepts of „values‟ and „discipline‟ could be defined which is later linked with data 
analysis.  
 
2) What is the status quo of values integration into management of school discipline? 
Chapter seven of the study analyses and interprets the findings to this question.  
 
The researcher had to ensure that the documents were credible by analysing the information 
therein using the questions developed by Charmaz‟s (2006:48) Grounded Theory: How was the 
text produced and by whom? What is the ostensible purpose of the text? How does the text 
represent what its authors assumed to exist? Which meanings are embedded within it? How do 
those meanings reflect a particular social, historical, political and perhaps organizational 
context? How does its structure shape what is said? Which categories can be discerned in this 
structure? What can be gleaned from these categories? Which contextual meanings does the text 
imply? And how does its content construct images of reality?  
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The researcher chose to include use of documentation as a data collection strategy because of the 
need to get valuable information from archives, school minutes as well as rules and regulations, 
and information from dissertations. There is a rich body of already existing documented 
knowledge in Ugandan schools and libraries that provided a lot about the status quo of values 
integration in management of school discipline.  
 
The researcher further gathered information by analysing documents, which specifically included 
The researcher gathered information by analysing Diploma, Bachelors, Masters and Doctoral 
dissertations on discipline, specifically in Kampala district, from Makerere University, 
Kyambogo University as well as Ggaba Primary Teachers‟ College (PTC). The other documents 
analysed were archival materials which included books, journals, reports, letters and educational 
policies in national archives. School reports and minutes of various meetings on discipline as 
well as the codes of conduct were also included.   
 
These dissertations covered the period from 2000-2013. Since there are not many dissertations 
available on discipline in Kampala district schools, the other documents included archival 
materials like books, journals and education reports in national archives. Even minutes of various 
meetings on discipline by the school disciplinary committees and the School Governing Bodies 
(SGBs) and the school codes of conduct as well as reports from counsellors were scrutinized as 
part of document analysis. Today, counselling and guidance is a steadily growing service in most 
schools in Uganda. After the abolition of corporal punishment in schools, most educators 
resolved to, increasingly, adopt more restorative disciplinary control methods like counselling 
and guidance services (Lwanga, 2009:56). More so, given the fact that many schools were 
religiously founded, counselling emerges as one of the most frequently used disciplinary 
approach.   
 
 
6.8   Ethical considerations  
 
 
Seeking ethical consent before data gathering is an important milestone in any research 
endeavour. Ethical considerations refer to the moral or ethical obligations an investigator has to 
ensure in order to produce a trustworthy research project. Silverman (2001:163) describes ethical 
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considerations in research as referring to the moral dimensions of researching – about what is 
right and wrong while engaged in research. Ethics is meant to ensure that no harm comes in any 
way to participants and that they are satisfied with the research process. As such, several ethical 
measures were applied in this study and these included seeking informed consent and ensuring 
confidentiality and anonymity. 
 
6.8.1 Informed consent 
 
 
Ethical consideration in research accomplishments begins with seeking participants‟ consent 
before getting them involved in any study in order to avoid negative legal implications. The 
following measures were taken in order to ensure proper informed consent. First, the researcher 
obtained ethical clearance for his research from the Nelson Mandela Metropolitan University 
ethical committee in South Africa. With the consent letter (after ethical clearance) from Nelson 
Mandela Metropolitan University, the researcher approached the Director of Education in the 
Ministry of Education and Sports in Uganda to seek for further permission to conduct research in 
schools.  This permission was granted with a written directive to the school principals to avail 
the researcher with all possible information. Verbal consent was obtained from each participant 
at the commencement of the interview with this verbal consent being audio recorded. 
Participants were fully informed that they could withdraw at any time without prejudice. The 
researcher also acknowledged all references quoted in this thesis using the American 
Psychological Association (APA) format of referencing.  
 
 
 
6.8.2 Clarification on the form of participation in the study 
 
The researcher also clarified to intending participants in the schools before the interview that 
participation was voluntary. This clarification was made at the opening of each interview. 
Voluntary participation meant that a participant was free to decline his or her intentions to be 
part of the study whenever he or she was not comfortable giving information to the researcher. 
This would be done before and during the data collection exercise.  
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6.8.3 Ensuring confidentiality and anonymity 
 
Ethical issues for the study were also resolved through ensuring confidentiality and anonymity. 
Because participants have tendency of fearing to provide sensitive information, the data collected 
and any vital information sources were kept confidential by keeping names of participants and 
the selected schools and any other vital people anonymous. Even the names of the schools that 
served as the natural setting for the study were not given in the report. Instead, the researcher 
used letters of the alphabet to denote a particular school. For example, the different schools used 
in the study were labelled as School A, School B, School C, School D, School E and School F. 
But in the case of focus groups, anonymity was impossible. In this scenario, the researcher 
decided to first counsel the participants on the necessity of keeping what is discussed or given 
during the interview process as confidential as possible. He further made a verbal agreement 
with the participants by informing them that they were free to withdraw in case they felt 
uncomfortable.  
 
6.8.4 Sharing of the study findings 
 
The researcher also agreed to provide copies of the final report on this study project to 
participating institutions upon their request. Such institutions included the participating schools, 
the district education office of Kampala district and the Ministry of Education and Sports. The 
researcher further agreed to give a paper detailing the findings of the study in various 
dissemination workshops prepared by the participating schools, the district education office, or 
the Ministry of Education and Sports in the central government. Such requests and dissemination 
fora could serve as part of the ethical requirement to strengthen the collaboration between the 
participating institutions and the researcher. Finally, the researcher provided certificates of 
appreciation to those persons that participated in the present study either as an active participant 
or one who provided any form of assistance for the smooth process of conducting this study.  
 
6.9  Data collection procedure 
  
The procedure of data collection began from the time when the researcher received the letters 
authorizing him to collect data from the natural setting. Several activities were undertaken prior 
to, during and after data collection. These activities include the pre-study visits, training of 
research assistants, data editing and transcribing tape-recorded information.  
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6.9.1 Pre-study visits 
 
After obtaining consent letters from the Ministry of Education and Sports and from Nelson 
Mandela Metropolitan University, the researcher arranged several pre-study visits to the natural 
setting to seek permission to collect data and to make a timeline for his visits. These visits were 
made to the participating schools, national archives and university libraries. In the case of the 
schools whose programme is usually interrupted with activities such as schools events, 
examinations and class assignments, the researcher was able to visit and know, in due course, the 
school‟s entire academic almanac so that he could draw a programme that could fit, 
uninterruptedly, into the school‟s study schedule. However, data collection was done between 
October 2011 and December 2011. This is active school time in Uganda. So accessing the 
various participants of the study in the schools was easy. Visits were made to the school 
principals by the researcher. The intention was to get authorization to visit key units in the 
schools especially those where the study participants were located. The pre-study visits were 
made in September prior to the data gathering exercise to commence in October, 2011. The 
process of collecting data took three months (see table 3).  Because the data collection process 
might fall at a time when normal academic work was implemented in the whole school 
throughout the week, data collection timelines from the different units (with participants of the 
study) were sought.  
Table 3: Timeline for data gathering and editing, 2011 
Month School Period 
for data 
gathering 
School Period for 
data 
gathering 
School Period for 
data 
gathering 
Period for 
editing  
October School A 1 week School C 1 week School E 1 week 1 week 
November School B 1 week School D 1 week School F 1 week 1 week 
December Library and archival research (Documentary analysis) 
 
Normally, the data collection time was during break time, lunch hours especially at a time after 
learners had rested enough. Even the evening hours after classes were appropriate time for data 
collection because most of the learners and educators were preparing to return home for rest. 
Sometimes, on special appointment, the researcher interviewed some educators and learners on 
weekends. The month of December 2011 was dedicated to the collection of secondary data 
mainly in the university libraries and national archives.  
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6.9.2 Training of research assistants 
 
The researcher trained two research assistants to assist him in data gathering. The training was a 
day‟s workshop. He mainly trained them in the use of grounded theory for data gathering and 
analysis. The training involved a close scrutiny of the instruments to ensure that the research 
assistants understand all the question items of the instruments, and the possible probing and 
rapports they could make during data gathering (Galiwango, 2008). In this training, the 
researcher also briefly guided the research assistants through the main contents of the study right 
from the problem stamen stage up to the methodology used. This would provide them with a 
clearer insight into the logical sequencing of the study events in order to be in position to 
articulate the right sorts of responses during data gathering. 
 
6.9.3  Data editing  
 
Before qualitative raw data could be analysed, it was edited. Amin (2005:306) describes editing 
as a process of examining the collected raw data to detect errors and omissions and to correct 
these when possible. Amin (2003:307) provides that there are two points at which editing could 
be done. These are field editing and central editing. Field editing is editing done while the 
investigator is still in the field, and central editing is done after coming from the field. The 
researcher, however, used central editing because all the interviews were tape-recorded. There 
was no need therefore for field editing. Central editing took place when data collection had been 
completed. Puchta and Porter (2004:228) believe that editing is done to ensure that the data are 
accurate, consistent with other data gathered, uniformly entered as complete as possible and have 
been well arranged to facilitate easy analysis. During editing, verification of intended responses 
with the participant (s) was necessary. The documents collected in the field were then checked 
on spot for their accuracy, because it may be difficult to correct them later.  In editing, the 
researcher acted as editor who was responsible to correct any possible errors and mistaken 
identity.  
 
6.9.4 Transcribing tape-recorded information 
 
Tape recorded information had to be transcribed into various transcripts to aid analysis using 
grounded theory. In this process, the researcher listened to the tape-recorded voices very 
carefully and for a number of times. In the subsequent attempts to listen, his aim was to 
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document in words whatever was said by the participants during interviewing. He made 
transcripts based on each interview session, school and category of participants. Documentary 
information was also gathered using transcripts. The various papers prepared during secondary 
data gathering sessions are the different transcripts that the researcher later on studied for core 
categories. These transcripts were later studied during the analysis stage.  
 
6.10  Data analysis methods  
 
 
The data was analysed using grounded theory by Strauss and Corbin (1990). Charmaz (2006:23) 
defines grounded theory analysis as a set of procedures for developing the central theory or core 
category through the analysis of data. Grounded theory in data analysis used two methods which 
included: 1) coding (open coding, axial coding and selective coding), and 2) concept (content) or 
construct analysis in the Wilsonian tradition. Adopting concept analysis from the Wilsonian 
Tradition is necessary for theory development (Rodgers, 2000a:79).  
 
On adopting the coding technique, the researcher‟s aim was to extract codes, properties, and 
dimensions from the empirical data and later developed themes and core categories from these 
codes and properties using grounded theory analysis (Punch, 2009:185). On adopting the 
construct analysis in the Wilsonian Tradition (Hermeneutic analysis), the researcher‟s aim was to 
clearly understand the concepts and constructs in the literature review and extract meaning and 
interpretation in the empirical data (Risjord, 2008:1). For example, the researcher distilled 
constructs from the meanings derived from the concepts: “discipline” (chapter three), “values” 
(chapter four) and their “integration” (chapter five).  He also distilled meanings and 
interpretations from the empirical data using logical inference as philosophical implications. The 
meanings and interpretations from empirical data could be exploited by discovering the 
knowledge not captured in the ontology but learnable from the data (lessons), and for enhancing 
the process of ontological reasoning by relying on evidence coming from data/literature (Amalo, 
Bryl, & Serafini, 2013:8). 
 
 
 
 
 
184 
 
6.10.1 What is coding and how was it used in the study? 
 
 
Coding means naming segments of data with a label or labels that simultaneously categorizes, 
summarizes, and accounts for each piece of data (Punch, 2009: 43). It is the first step in moving 
beyond concrete statements in the data to making analytical interpretations (Punch, 2009:45). 
However, Straus and Corbin (1990:186) define coding as a process that represents the operations 
by which data are broken down, conceptualized and put back together in new ways. This requires 
the formulation of analytical stories using the clustering processes. For example, the researcher 
broke down data from the different memos and transcripts into themes, sought interconnections 
between the themes, sought facts behind the experiences which he later built into a complete 
whole or theoretical programme for new knowledge. This theoretical programme later guided 
him in the formulation of a framework that would optimally integrate values into disciplinary 
management in schools. 
 
Coding in grounded theory is centrally concerned with rendering the data theoretically or 
converting the data analytically. This means using the data to generate more abstract categories. 
Charmaz (2006:30) notes that there are two objectives that govern the coding process: a) to find 
conceptual categories in the data. The researcher tried to draw out concepts that would aid 
formulation of possible conceptualizations in order to create core-categories. The second 
objective is to find relationships between these categories as indicative to a higher level of 
abstraction. Coding, in this present study, followed three cardinal processes that are “Open 
coding”, “Axial coding” and “Selective coding” (Punch, 2009:187). Coding was used to analyse 
transcripts of personal and Focus Group interviews.  
 
6.10.1.1 Open coding 
 
Open coding is an initial coding process that builds substantive codes prior to categorization of 
data (Strauss & Corbin, 1998:62). Thus, substantive codes or open codes, in the data or 
transcripts, are categories or labels which the researcher generated from the empirical data but at 
a more abstract level than the data itself (Creswell, 2009:54). It was important to adopt open 
coding in times where the researcher wanted to engage in a comprehensive study of different 
manuscripts to avoid prior biases that might erupt through rushing the memos. In the case of 
analysing personal interviews and Focus Group Interviews, the researcher had to listen to the 
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voices in the data “word-by-word” and “phrase-by-phrase” in order to transcribe it well. The 
transcripts were also carefully studied in order to get suitable categories in the hidden message. 
The researcher was able to separate similar ideas and group them into logical connections, 
through a process of clustering. Punch (2009:134) writes that in open coding the researcher 
begins with opening up to the “theoretical possibilities” in the data with a view to generate 
abstract conceptual categories, more abstract than the data they describe, for later use in theory 
building. In summary, open coding aided the researcher to get facts and empirical findings 
hidden in the experiences and messages in the transcripts.  
 
Practically, open coding was done assigning labels to data for the purpose of identifying 
categories, their properties and dimensions. Initial coding remained close to the data (Charmaz 
2006) and where possible in vivo codes were used. The transcripts were re-read whilst listening 
to the audio recording of the interviews. This fractured data into sections for closer scrutiny and 
subsequently, the assignment of a label (Charmaz, 2006; Strauss & Corbin 1990). The labelling 
of data is synonymous with the creation of a code. These labels either consisted of participant‟s 
actual words (in vivo codes), for example, snide comments (in note-book) or other words which 
reflected understanding of the data, using covert approach. Therefore in the initial coding, the 
labels were generally descriptive with some being the actual words used by the participants.  
 
Throughout the process of open coding, acquaintance was placed on the relationship between 
grounded theory and Symbolic Interactionism (Hendricks, 2003). For example, meaning given to 
a particular situation or event, by the participants and the secondary documentation, needed to be 
reflected in the code labels that were assigned to the data. For example, a core category “life 
education” was generated from coding empirically generated data on whether it is important to 
integrate values into school discipline. This is fully discussed in chapter six. Whilst keeping the 
research question in mind, the researcher made as many interpretations as possible from the data 
(Charmaz, 2006; Strauss & Corbin 1990, 1998). This was done by asking the questions: What 
does this data mean? What is going on in this data/incident? This sometimes meant that the 
same section of text was assigned more than one code. For example, when ascertaining the 
categories of values emphasized in Ugandan schools, the core category was labelled as “values 
espoused” including sub-categories or properties such as: moral/spiritual values, universal 
values, aesthetic values and so on.  
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The transcripts were coded manually by underlining potential codes line-by-line. Coding the 
transcripts by hand was advantageous as it facilitated microanalysis and allowed more of the data 
to be seen and codes to be assigned simultaneously. This resulted in a more consistent 
assignment of codes. Line by line analysis allowed careful comparison of new data with what 
was already coded (Sengstock, 2009:81). A code label was assigned to educational incidents and 
events, activities, or objects in the data that were understood as indicators of a particular 
phenomenon (Strauss & Corbin 1998). These concepts were analysed for common themes. They 
were then grouped together according to these themes and assigned a higher order label (Strauss 
& Corbin, 1990). Grouping concepts together under a higher order label marked the 
commencement of category development (Strauss & Corbin, 1998).  
 
 
6.10.1.2 Axial coding 
 
Axial coding is the process of re-assembling data that were fractured or labelled during the open 
coding process (Strauss & Corbin, 1990) in order to form an analytical story (Charmaz, 
2006:75). But to logically do this, axial coding employs the process of clustering ideas. In other 
words, axial coding is the process of interconnecting codes and sub-codes to build categories or 
finding their relationships as developed from open coding (Urquhart, 2011: 29). This is the stage 
of building an outline or logical framework in the data by categorization of data and acquisition 
of differences in the data (Robert & Sari, 2003:40). Axial coding is a crucial step that gets down 
to the actual connection of fragments of meanings from the raw data to assemble a story. The 
researcher was able to separate similar ideas and group them into logical connections in order to 
come up with single descriptions or viewpoints (Puchta & Porter, 2004:232).  Axial coding 
commenced after generating initial codes during open coding because the development of 
categories and relational statements revolves “around the axis of a category” (Strauss & Corbin, 
1998:125). Axial coding in this study involved the use of Scott‟s (2004) Conditional 
Relationship Guide to assist in the development of the sub-categories, properties, dimensions 
(measurements of properties) that answered Strauss and Corbin‟s (1998:125) when, where, why, 
who, how and with what consequences/expectations questions about a category.  Strauss and 
Corbin‟s (1990) axial coding paradigm is a guiding framework that allows processes, as well as 
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structures, to be considered in relation to the context of the social phenomenon being studied. 
Identifying structures and processes in turn allows an exploration of why certain events happen 
and how they happen (Strauss & Corbin 1998). Using the Conditional Relationship Guide as an 
aid to locate the scope of the study, only those conditions that emerged from the data were 
identified.  Another method of axial coding was clustering. To assist the researcher with the 
writing of memos, the process of clustering was utilized (Charmaz 2006). Clustering provides a 
non-linear, visual and flexible technique that allows identification of how the phenomenon fits 
together. It also allowed the researcher to visually identify how the categories were inter-related. 
Clustering used diagramming where diagrams provide a visual representation of the categories 
and their relationships.  
 
 
6.10.1.3 Selective coding 
 
Selective coding is the “process of generating the core theory, integrating and refining the 
theory” (Strauss & Corbin, 1998:143). It involves the identification of the “core category” or the 
major theme of the research from which the theory emerged (Strauss & Corbin, 1998). The core 
category is central with all other categories subsequently becoming sub-categories and frequently 
appearing in the data. The researcher also used selective coding to deduce theory from empirical 
and documented data (Strauss & Corbin, 1990:44). Selective coding means that the analyst limits 
himself or herself to one particular aspect of the data which is called the “core category” that 
defines theory. When this selection is made, it delimits the theoretical analysis and development 
to those parts of the data that relate to this core category and open coding ceases. The analysis 
now proceeds around the core category which becomes the centre piece of the grounded theory. 
Building the core category in selective coding requires a process of inductive analysis.  Through 
the use of the selective coding approach, the basic theoretical scheme became apparent from the 
data. Once the basic theoretical scheme had been identified, the theory was refined through 
further theoretical sampling and data analysis until data saturation was achieved (Strauss & 
Corbin, 1998). Selective coding allows the researcher to account for variations both within and 
between the categories which are identified. Selective coding continued until the completion of 
the write up of this thesis. In the process of doing selective coding, comparative analysis was 
done. Strauss and Corbin (1998) identify comparative analysis as an essential feature of the 
grounded theory methodology. Throughout the analytic process, the constant comparative 
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method was used to compare incident with incident and to identify the similarities and 
differences in order to facilitate the development of concepts (Ezzy, 2002:125; Strauss & Corbin 
1998). Constant comparative analysis assisted in grouping concepts under higher order 
categories (Strauss & Corbin, 1998).  
 
 
Through the use of constant comparative analysis data earned its way into the study when the 
process revealed repeated patterns in the data (Duncan, Cloutier, & Bailey, 2007:294). The 
comparative analysis technique allowed a comparison of data against itself, against other data 
and also against conceptualizations (Duchscher & Morgan, 2004). Abduction, suddenly 
understanding the fit between a particular event and its context was one of the processes used 
during constant comparative analysis. Whilst inductive strategies predominated, deductive 
processes were also involved because the grounded theory approach simultaneously validates 
theory through the constant comparative method. In summary, table 4 shows how open coding, 
axial coding and selective coding were done.  
Table 4: Illustration of Strauss and Corbin’s coding process as used in the study 
No. Type of coding system Data generated for present study 
1. Open coding   Getting initial codes and themes from the transcripts of 
empirical data.  
 Developing in vivo codes (live responses), snide 
comments (note-taking). 
 Line-by-line coding 
 Distilling sub-categories and higher categories  
2. Axial coding  Categorization/relating of codes to formulate an outline 
or framework of new ideas using clustering. 
 Developing properties and dimensions from data using 
Scott‟s Conditional Relationship Guide or Reflective 
Coding Matrix to generate reasons to support developed 
codes through asking the what, where, then, how and the 
consequences from use of a category/label. 
 Developing expected consequences from generated 
codes, properties, themes and categories.  
 Develop connections between a category and its sub-
categories/properties/dimensions. 
3. Selective coding  Developing the core category or theory from empirical 
data or already generated codes. Theoretical 
development through integrating categories to build a 
theoretical framework. 
Source: Developed from literature on grounded theory 
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6.10.2 Concept/Construct analysis (the Wilsonian tradition) 
 
Berelson (2002:72) defines content/construct analysis as a technique for the objective and 
systematic description of manifest content. It is a research tool used to determine the presence 
and frequency of certain concepts, themes, characters within texts or sets of texts and to interpret 
this in an objective manner. According to Budd (2007:18), to conduct a content/construct 
analysis the literature is coded, or broken down, into manageable categories on a variety of levels 
like or themes and then examined using basic methods: conceptual analysis or relational analysis. 
The results are then used to make inferences about the messages within the text(s), the events 
and even the culture and time of which these are a part. Content analysis was employed to review 
information from documents that is the archival data, dissertations, minutes and reports in 
schools (Rodgers, 2000b). Walker and Avant (2005:67) recommend the use of the Wilsonian 
method of content analysis when broadly reviewing secondary sources and available literature to 
determine attributes (constructs) (Rodgers, 2000a).  
 
In concept/construct analysis, the character of concepts is a longstanding philosophical issue, 
where concepts or constructs are sometimes called "the building blocks of theory" (Rodgers, 
2000:38; Walker & Avant, 2005: 26). This means that concepts or constructs can be developed 
prior to any significant theorizing (Paley, 1996:572) or after empirical data gathering. This 
implies further that concepts or constructs are "theory-formed" (literature to generate constructs) 
rather than "theory-forming" (Morse, 1995: 42). This idea of "contextualism" is often expressed 
as knots in the net of scientific theory (Risjord, 2008:3). It specifically means that as knots 
cannot exist without the cord, concepts cannot exist without the context (theory/literature). For 
example, Paley (1996:575) opts for the related image of concepts as "niches" within theory. 
Whatever the metaphor, the underlying idea is that concepts get their content from context.  
 
In the Wilsonian content/construct analysis method, context determines meaning of concepts 
using constructs (Rodgers, 2000). Contemporary concept analysis thus sits uneasily between the 
idea that concepts are theory-formed (contextualism) and the idea that they are theory-forming 
(building blocks). In the analysis for this study for example, the researcher adopted the 
Wilsonian construct analysis to obtain an own meaning of the concepts in the literature review 
(cf. school discipline, values and the integration), which is contextualism. For example, the 
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researcher specifically assessed the presence of the constructs in the different scholarly meanings 
of school discipline, values and integration, as they occurred in the literature review/theory.  In 
the process of coming up with building blocks (theory-forming), the researcher deduced lessons, 
interpretations, conclusions, theory and recommendations from empirical data in order to come 
up with new knowledge (Morse, 1995:39). In order to do this, the researcher used a method of 
inductive analysis. Nsubuga (2000:56) says that inductive analysis is mainly used in qualitative 
studies to draw logical inferences, interpretations in data, significance, meanings and through 
making generalizations based upon looking at the nature of facts assembled. Logical inference 
(inductive reasoning) is a very vital critical analysis tool used to generate interpretations, 
significance and policy implications from academic information. Koul (2007:423) says that 
inductive reasoning assumes that conclusions are derived from true premises based upon basic 
facts, which is going from the particular to the general. However, Rodgers (2000:37) argues that 
the philosophical questions about concept analysis are both epistemological and ontological. 
According to Hupcey and Penrod (2005), the fundamental problem with concept analyses is that 
there is a very weak relation between the evidence and the construct. This raises epistemological 
questions: What is the evidence for a concept analysis, and how should concept analyses be 
justified? Risjord (2008:6) reaffirms the idea that concepts/constructs must be related to theories, 
discourses, or speech communities.  
 
 
The ontological consequences of this form of contextualism have been the subject of a recent 
dispute. Hupcey and Penrod (2005) have argued that contextualism entails a moderate realist 
ontological framework. In response, Duncan, Cloutier, and Bailey (2007:294) have argued that 
contextualism requires a relativist, context-bound ontology. Once the relationship of 
contextualism to the epistemology of concept analysis has been made clear, this ontological 
dispute can be resolved. Many discussions of constructs and concept analysis have been 
committed to contextualism (Duncan, et al., 2007:296; Hupcey & Penrod, 2005:199; Paley, 
1996:577; Rodgers, 2000). Others have either been committed to a view of concepts as prior to 
theories, or have been ambivalent among the possibilities (Walker & Avant, 2005). This study 
focused on an adaptation to contextualism as the basis of concept analysis and development 
which could be thought of as a more robust epistemological and ontological approach to 
analysing qualitative studies.   
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Epistemically, the Wilsonian method is intended for clarifying concepts for theory construction, 
and this has motivated one important change in method; scientific literature had to be made 
relevant (Walker & Avant, 2005: 67).  According to Berelson (2002:74), there are two general 
categories of content analysis: conceptual analysis and relational analysis. Conceptual analysis 
can be thought of as establishing the existence and frequency of concepts in a text. Relational 
analysis builds on conceptual analysis by examining the relationships among concepts in a text to 
deduce meaning (Budd, 2007:86). Table 5 is a summary of the application of the construct 
analysis method to the study.  
Table 5: Application of the Wilsonian method of construct analysis  
No Type of information Wilsonian methods used 
1. Literature review  Distilling different meanings of concepts: school 
discipline, values and integration of values into school 
discipline. 
 Extract relevant aspects or assumptions in the different 
definitions of the concepts in the literature. 
 Justify choice of relevant aspects. 
 Logically connect aspects to generate (conclusion) new 
(own) definition of concepts.  
2. Empirical data  Examine evidence of constructs from literature review in 
the empirical data during analysis. 
 Generate new meanings and conclusions from the 
empirical data using the interpretative (inductive) method.  
 Deduce lessons, significance and policy implications from 
empirical data. 
 Account for opposing views in the participants‟ responses 
(discussions). 
 Generate theory from empirical data and from literature. 
Source: modified from literature 
6.10.3 Inductive and deductive analysis 
The inductive approach is a systematic procedure for analysing qualitative data which refers to 
approaches that primarily use detailed readings of raw data to derive concepts, themes, or a 
model through interpretations made from the raw data by an evaluator or researcher (Thomas, 
2006:240). This understanding of inductive analysis is consistent with Strauss and Corbin‟s 
(1998:12) description that the researcher begins with an area of study and allows the theory to 
emerge from the data. The primary purpose of the inductive approach is to allow research 
findings and new knowledge to emerge from the frequent, dominant, or significant themes 
inherent in raw data, without the restraints imposed by structured methodologies. On the other 
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hand, deductive analysis refers to data analyses that set out to test whether data are consistent 
with prior assumptions, theories, or hypotheses identified or constructed by an investigator. In 
practice, many evaluation projects use both inductive and deductive analysis. In deductive 
analyses, such as those used in experimental and hypothesis testing research, key themes are 
often obscured, reframed, or left invisible because of the preconceptions in the data collection 
and data analysis procedures imposed by investigators. The following are some of the purposes 
underlying the development of the general inductive analysis approach:  
1. To condense extensive and varied raw text data into a brief, summary format; 
 
2. To establish clear links between the research objectives and the summary findings 
derived from the raw data and to ensure that these links are both transparent (able 
to be demonstrated to others) and defensible (justifiable given the objectives of 
the research); and 
 
3.  To develop a model or theory about the underlying structure of experiences or 
processes which are evident in the text data. 
 
Nsubuga (2000:56) says that inductive analysis is mainly used in qualitative studies requiring the 
use of in-depth inquiry-using interviews and focus group discussions and participant observation 
where the researcher goes to the site of the research and watches whatever activity that is carried 
out. By use of inductive analysis, the researcher interpreted, drew meanings and conclusions, and 
made generalizations based upon looking at the nature of facts assembled. Koul (2007:423) says 
that inductive reasoning assumes that conclusions are derived from true premises based upon 
basic facts, which is going from the particular to the general. Koul (2007:427) says that inductive 
reasoning assumes that conclusions are derived from true premises based upon basic facts, which 
is going from the particular to the general.  
 
6.10.4 Memoing  
 
Throughout the entire process of qualitative data analysis, the researcher had to engage in 
memoing that is recording reflective notes about what was being learnt from the empirical data.  
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The idea was to write memos whenever ideas and insights cropped out of the data. Memoing or 
memo writing, Charmaz (2006) proposed, is the pivotal intermediate step between data 
collection and the drafting of the theory. Memo writing in grounded theory is a crucial method as 
it prompts the researcher to analyse data and codes early in the research process (Charmaz 2006; 
Strauss & Corbin 1990) and they contain products of analysis or directions for the analyst 
(Strauss & Corbin 1998:217). Memos were kept as notes and these notes provided a means of 
documenting thoughts related to the codes, the emergent categories, and the interaction of the 
categories as the study progressed. These notes were recorded when they occurred and took the 
form of both hand written and typed notes dependent on when these ideas surfaced. Memoing 
was used more as a process of reflective thinking (interpretation of data) in order to acquire new 
knowledge from the analysed findings. 
 
The memos were useful as they allowed the researcher to identify leads to follow through 
theoretical sampling (Charmaz 2006; Strauss & Corbin 1990, 1998). They were also useful in 
supervision meetings. Strauss and Corbin (1998) expanded the original notion of grounded 
theory memoing by identifying various types of memos. Code notes, theoretical notes, 
operational notes and logical and integrative diagrams were all proposed in Strauss and Corbin‟s 
expansion with an expectation that these memos would be at the conceptual level, corresponding 
to the coding stage that they relate to. Charmaz (2006) indicates that the memos may be free and 
flowing, thus encouraging the researcher to write freely regarding the analysis that they are 
undertaking. This was the approach adopted in this study as the researcher viewed the Strauss 
and Corbin (1998) approach to memoing as being too procedural and somewhat restrictive. 
 
 
6.11  How data for this study was analysed, interpreted and discussed 
The data analysis and interpretation for this study are presented in chapters seven and eight 
respectively. The analysed data is discussed in chapter nine. For data analysis, chapter seven 
examines documented (archival materials, dissertations and school documents) data regarding 
the status quo of values integration in management of learners‟ discipline in Ugandan schools. 
Analysis for this chapter is done in the following ways: 
i. Documented data is presented logically using clustering to form an analytical story. 
The presentation follows the Socratic question approach  such as who is involved in 
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values integration (stakeholders), which values are emphasized by which schools 
(values espoused), how are these values espoused (the content supporting the 
presentation-covert approach; and the associated snide comments). 
ii. Documented data is then analysed using the Wilsonian method of concept analysis as 
part of grounded theory. Walker and Avant (2005:61) argue that the Wilsonian 
concept analysis method is widely used to analyse data from documents rather than 
empirical data.  
iii. The researcher practically carried out the Wilsonian analysis of documents by: 
 First taking the derived definitions of the concepts of “school discipline”, 
“values” and their “integration” as extracted from literature review (chapters 
three, four and five).  
 Then deducing constructs (elements) of each of the concepts 
 Using the comparative analysis approach in grounded theory, the researcher 
compared these constructs (elements) with the data collected from documents.  
 From the comparison, the researcher could see patterns of relationships, 
lessons, educational and philosophical implications to refer to as new findings 
in the data.  
iv. The interpretation of the new findings was done using inductive analysis where the 
researcher would logically design new constructs from the relevant aspects in the new 
findings, which were interrelated to form conclusive interpretations.  
 
Chapter eight examines empirical data (from observations, personal and Group Interviews) on 
the validity, the avenues and the challenges of values integration into management of learners‟ 
discipline in Ugandan schools. Analysis for this chapter was done in the following way: 
i. Empirical data was presented logically into an analytical story (Charmaz, 2006) 
using clustering. A covert coding approach was used to generate the presentations 
which were supported by In Vivo codes (quotations) from participant words, and 
snide comments collected from memos.  
ii. Coding (in grounded theory) was the method of analysis of empirical data. The 
researcher began the coding process by open coding in order to get initial 
constructs from the empirical data.  
195 
 
iii. However, coding was guided by his constructed definitions of school discipline, 
values and their integration as generated in the literature chapters.  
iv. Through comparative analysis, the researcher was able to compare the constructs 
in the definitions with empirical data to extract similar codes and dissimilar codes 
using open coding.  
v. The researcher then interpreted data by finding relationships in the codes (Axial 
coding) to form conclusive patterns in the empirical data (higher categories), and 
also through the memoing process. These relationships are the new knowledge of 
conclusions, lessons and implications in the data. 
 
In chapter nine, the researcher provides the summary of findings, discussion and study 
recommendations. The technique for discussing data was the deductive method where, as 
Thomas (2006) asserts, the researcher confirmed the new knowledge obtained during data 
analysis and interpretation of raw data with existing theory, hypothesis and assumptions in 
literature review to find out whether there is consistency or it was quite new knowledge. The 
following was done in chapter nine: 
i. The new findings and new knowledge from chapters seven and eight were 
summarized into a core analytical story. The analytical story was generated using 
clustering.  
ii. The new findings and new knowledge generated through analysis and 
interpretation respectively as shown in in chapter seven (data from documents) 
and chapter eight (empirical data) were further analysed to acquire core theory.  
iii. The new findings and new knowledge were further confirmed using literature 
through a process of cross-referencing.  
iv. A synopsis of the discussion was developed whereby the researcher finally picked 
relevant aspects from the discussion and used them to remodel or redefine school 
discipline, values and their integration. This synopsis was then used to inform 
theory development in chapter ten.  
v. The discussion was themed according to the research questions. It is from the 
discussion that recommendations were generated.  
196 
 
vi. Chapter ten provides a general study conclusion. The theory is finally developed 
in this chapter.  
 
6.12  Conclusion  
 
This chapter explains the research methodology used by the researcher in this study. The study 
employed a qualitative research method because of the importance of the participants and the 
natural setting in the success of the study. The research design was grounded theory and the 
sample size was of sixty participants selected from six schools. Data collection was carried out 
using personal interviews, Focus Group Interviews (FGIs) and documentary analysis. Even the 
observations that arose during the interviewing process were recorded in a note-book and 
analysed. Secondary data was collected from University libraries and national archives while 
primary data was collected from schools. Strauss and Corbin‟s logic of grounded theory was 
used to analyse data using open coding, axial coding and selective coding. Content/construct 
analysis in the Wilsonian tradition was also used to analyse both literature and empirical data. 
The next chapter is a presentation and of findings with regard to the status quo of values 
integration in management of school discipline.  
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CHAPTER SEVEN 
 
 
ANALYSIS AND INTERPRETATION OF DATA FROM DOCUMENTS: 
STATUS QUO OF VALUES INTEGRATION INTO SCHOOL 
DISCIPLINE IN UGANDA 
 
7.1  Introduction 
 
This chapter gives an analysis and interpretation of the findings on the status quo of values 
integration into school discipline based on documentary evidence. The chapter adopts the 
Wilsonian content analysis method to analyse documented data (Risjord, 2008; Duncan et al., 
2007). The interpretation of the data was done using the inductive analysis method because it is a 
systematic analysis procedure guided by detailed readings of raw data to derive new concepts, 
theory, or a model through interpretations made from raw data (Thomas, 2006:240). 
Documented data for this chapter was obtained from archive materials, dissertations, theses and 
school reports. In this chapter, there is a distinction between documentary analysis and the 
literature review given in chapters three, four and five. Documentary analysis, in chapter seven, 
is used as a data collection strategy while the literature review in chapters three, four and five 
provides a comparative scholarly insight into the conceptualization of “school discipline”, 
“values” and the “integration of values into school discipline”. Finally, this chapter highlights 
the extent to which the constructs of school discipline, values and their integration (as developed 
from the literature review chapters), act as theoretical lenses through which documented data is 
analysed and interpreted.  
 
 
7.2 Analysis of document data: findings 
 
The findings on the status quo of values integration into management of learners’ discipline in 
Ugandan schools were collected from documents: a) archival materials, b) Masters’, Bachelors, 
Diploma and Doctoral dissertations and c) reports (policies, rules and regulations, school 
minutes). The same findings are now presented in two major themes: a) the place of stakeholders 
and roles in education development in Uganda and b) the values espoused in disciplinary 
management. Data analysis for chapter seven and eight adopted Scott’s Conditional Relationship 
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Guide (CRG) and the Reflective Coding Matrix (RCM). The Conditional Relationship Guide 
(CRG) and Reflective Coding Matrix (RCM) are qualitative data analysis techniques common in 
constructivist traditional grounded theory (Strauss & Corbin, 1998:122).  In 2004, Karen Wilson 
Scott introduced the two methods to the academic community as instruments supporting 
grounded theory analysis (Scott, 2004). He reasoned that in grounded theory analysis there is the 
interplay between the researcher and the data. A researcher espousing the constructivist 
grounded theory paradigm addresses the participants’ ecology (McCaslin & Scott, 2003:26) and 
the meanings that participants confer on their realities, which suggest comparisons between data 
in order to extract theory.  
 
7.2.1 Use of the Conditional Relationship Guide (CRG) and the Reflective Coding Matrix 
(RCM) 
 
The findings for this chapter are summarized in table 7 using Scott’s Conditional Relationship 
Guide (CRG) in section 7.2.1 (McCaslin & Scott, 2003:26; Scott, 2004:113) while the findings 
for chapter eight are summarized using both the Conditional Relationship Guide (CRG) and 
various Reflective Coding Matrices (RCMs) in the form of diagrams and illustrations. To clarify 
what the CRG and the RCM are, they are based on comparing labels or codes to find 
relationships so as to develop categories in the data. This is similar to Scott’s view (2004:2)  that 
grounded theory research is a qualitative tradition built on compared concepts developed by 
Strauss and Glaser in 1967, where similar data are grouped and conceptually labelled during a 
process called open coding. The two instruments serve as bridges during the constant 
comparative analysis process as the researcher is moving between open coding and axial coding 
and later to selective coding. Then concepts are categorized. Categories are linked and organized 
by relationship in a process called axial coding. Conditions and dimensions are developed, and 
finally, through an interpretive process called selective coding, a theory emerges (Glaser, 1978; 
Strauss & Corbin, 1990).  
 
 
The Conditional Relationship Guide (CRG) specifically engages Strauss and Corbin’s 
investigative questions. Strauss and Corbin (1998:127) have also suggested the use of the 
Conditional Relationship Guide (CRG) where grounded theory analysts work to uncover 
relationships among categories by answering the questions of what, who, when, why, how, and 
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with what consequences in order to relate structure with process. When grounded theory analysts 
code, they are acting very much like investigative reporters, asking the questions what, when, 
where, why, how, and with what result or consequence (Scott, 2004:116). Answering these 
questions assembles the loose array of concepts and categories they branded and sorted in open 
coding into a coherent pattern. The constant comparative nature of the questions ensures that our 
patterns are not merely two dimensional pictures of the participants’ realities but, rather, a 
complex, multi-dimensional constructivist ecology revealing each participant’s character in a 
group portrait. 
 
 
On the other hand, the Reflective Coding Matrix (RCM) uses diagrams or matrices to explain 
and illustrate the patterns that exist during axial coding in the form of properties and dimensions 
of the core category (Strauss & Corbin, 1998:13). Illustrative diagrams can focus the researcher 
toward theoretical explanations through the use of matrices to facilitate the comparative, 
investigative questioning, and the inherent grounded theory creativity. The Reflective Coding 
Matrix depicts the narrative story line and guides substantive theory generation (McCaslin & 
Scott, 2003:28). The RCM also identifies the relationships and interactions of the categories one 
with the others as a relational hierarchy. The purpose of the RCM is to develop and contextualize 
the core category, the central phenomenon about which all other major and minor categories 
relate (Strauss & Corbin, 1998:123). Once a core category is identified, all other categories 
become subcategories. The subcategories in the relational hierarchy become the core category 
descriptors: the properties, processes, dimensions, contexts, and modes for understanding the 
consequences of the central phenomenon of interest.  
 
The relevance of the CRG and RCM are that they are used as guides to develop the storyline for 
purposes of analysis and interpretation of the data.  Each concept on the CRG and RCM, 
including processes, properties, dimensions, contexts, and modes of understanding the 
consequences help to articulate the core category and the story is told with ease.  Each process is 
described and supported with statements from the participants (Howell, 2006:108). McCray 
(2004) describes that the CRG and RCM are simple to convey a point and provide major theory 
lines to fit into the developed theory.  
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7.2.2 Use of the Wilsonian method of content (concept) analysis 
 
Using the Wilsonian method of content (concept) analysis (Risjord, 2008), the researcher aimed 
to analyse the meaning of a concept in the documented data (conceptualization) and how it is 
used in the data (contextualism). The researcher posed the question: How are the study 
constructs (school discipline, values and their integration) conceptualised and contextualised in 
the documented data? The key elements constituting the conceptual analysis of school discipline 
and as drawn from literature review in chapter three, are: self-correction, empathy, academic and 
moral instruction, moral, universal and social values, and the preparation for lifelong learning. 
The key elements for a conceptual analysis of values and as drawn from literature review in 
chapter four are: secular and religious principles, human development is from childhood to 
adulthood, individual, group and universal values that facilitate human goal achievement. 
Finally, the key elements for a conceptual analysis of values integration into school discipline 
and as drawn from literature review in chapter five are: a set of values, diversity of values 
(multiculturalism) and character education. It is the interplay of these elements that was critically 
observed in the data during analysis.  
 
7.2.3 The place of stakeholders and roles in education development  
 
The data for this section is presented under the theme, “the place of stakeholders and their roles 
in education development in Ugandan schools”. Document data collected from three national 
archives, three national libraries and from school reports indicated that the stakeholders highly 
involved in school development are the School Governing Body (SGB), missionary educator, 
roles of the educator, the community (home) and the government.  
 
7.2.3.1  The School Governing Body (SGB) 
In light of the role of the SGBs, the Government White Paper (1993) comments: 
“Their roles are to design school policy and make top disciplinary decisions in 
line with the school’s founding mission and vision”.  
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From the above argument indicated in the Government White Paper, it can be argued that the 
SGB seems not to engage, directly, in moral and academic instruction of learners, except in 
disciplinary policy design while other educational stakeholders do the implementation. However, 
Kasibante (2001:112) seems to provide an opposing view when he noted that the SGB takes 
precedence in moral and academic instruction of learners. This is what he writes: 
“The SGB also monitors and supervises how school management implements  
policy… including ensuring that values are integrated into school discipline in 
the best way possible... In Uganda’s schools for example, government appoints 
members of the SGB to formulate policy and oversee schools on behalf of 
government”.  
 
Likewise, the Education Management Committee (EMC) Rules (1964) (no.228 of 1964) also 
support an earlier view by the Government White Paper, when these rules point out that:  
“In religiously founded schools, but of a private nature, the Church and Islamic 
leadership appoint cadres to constitute the SGB that will make policy on which 
such denominational schools will effectively run.  
 
It can then be interpreted, from management philosophy, that a school organization is typically 
represented by its supreme governing arrangement whose agenda is to dissect progress, 
contribute to initiating and sustaining significant change and defend the utmost core values, 
history and culture of the entity (Senge, 1999). Hence the attachment of SGBs in direct policy 
design, as reported by some documents, and its strict supervision of the implementation of such 
policy, as reported by other documents, all symbolize a fascinating recounting of the SGB’s role 
in defining school discipline in the status of Ugandan schools. This is why the Government 
White Paper (1993:3) concludes that: 
“The School Governing Body is the backbone for clear-cut administration 
and management in Uganda’s schooling process…..Each governing body 
is given the mandate to determine policy, draft its mission statement and 
vision as guiding principles of the effective implementation of positive 
discipline”.  
 
Equally important to note is how the SGB conceptualises and contextualises values. It should be 
noted however, that values vary from School Governing Body to School Governing Body. 
Documented data indicated that each School Governing Body displays unique features 
representative of its founding creed. This is why there are diverse values for different schools in 
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order to safeguard the school founders’ values and interests in the school. The implication of this 
observation is that there is a secular and relative description of values in Ugandan schools, which 
affirms the atheist positioning of the values debate, that moral values are relative and pluralist 
other than being absolute and religious. This view is similarly represented by Sekamwa 
(2000a:58): 
“Education has been taken over by both religious, private and public school 
founders. And each of them is safeguarding their own values, different from one 
another. This shows that values are many depending on the intentions of the 
founders of schools”.  
 
A further analysis of the ontological description of pluralism of values in Ugandan schools is 
clearly espoused in religious schools, where education is used as a tool for massive 
evangelization by diverse religious denominations. It reawakens a sense of spirituality when used 
as a tool for religious indoctrination. Documentary evidence from Kakumiro (2001:10), for 
example, indicates:  
“The Church, the Islamic fraternity, Private actors and the State have 
remained considerable players in school development. Education is 
dominant in the work of each religious creed purposely to resurrect the 
assurance that the work of evangelization requires reactivation”. 
 
Although Muslims came late into the educational arena (in the 1940s), the incorporation of 
Islamic values into the educational process is a significant testimony to the power of religion in 
society. By exploiting the economic and religious potential of the Islamic faith, the Arab Muslim 
evangelists were able to entrench Islamic values and ideology into the African indigenous 
education system.  
 
Sekamwa (2000b:79) notes that in addition to trading and engaging with local chiefs, the 
Muslims decided to supplement their efforts with Qur’an and secular schools so as to saw  
Islamic values  far and wide through education. He writes:  
“Later on in the 1930s, Muslims also started contributing unyieldingly to 
the progress and development of education and learners’ discipline. 
Consequently Muslims made remarkable strides in ensuring that Muslim 
schools are built and they contribute earnestly to education progress. The 
education of Muslim children was directly under the colonial government, 
not until the 1940s when the Muslims took over their schools under the first 
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leadership of Prince Al-Hajji Badru Kakungulu. In 1948, they set up the 
Uganda Muslim Education Association (UMEA) to monitor the progress of 
Muslim education and the imparting of Islamic values into school discipline, 
with Hajji Ramadhan Gava becoming its [UMEA] pioneer head”.  
 
The above scenario shows that Muslim clerics saw the need to bring Islam on board through 
formal education. Like the Christian missionaries who did it earlier, they also realized that taking 
over control of the local population required the use of religion. Sekamwa (2000b:64) argues: 
“On realizing that formal schooling was the best tool for Islamic evangelism, 
they built schools and Madrasas which they could use to impart both secular 
and religious knowledge”. 
 
This furthered the notion that religion was a major tool that could be used to spread Islamic 
values into the social and educational fabric in Uganda. However, there were strong concerns in 
Uganda government circles that the over emphasis on religious values in formal education and 
child behaviour tended to use schools as centres for propelling the narrow ideology of religion, 
yet values are universal in nature. Sekamwa and Kasibante (1985:15) argue that: 
“First in 1926, the colonial government takes over the control of schools from 
the missionaries. This came because of the colonialists’ fear that missionaries 
were using education to parade their spiritual agenda at the expense of 
preaching secularism which includes political and economic development. Later 
on in 1963, Professor Castle’s report on education recommends a permanent 
nationalization of schools.” 
 
Because the construct of positive discipline constitutes the passing on of diverse values to the 
learner, private school proprietors, too, came onto Uganda’s formal education scene in 1930 to 
define the economic sense of values. All in all, documented data confirms that education in 
Uganda is built on pillars where the description of values is relative matter and not absolutely 
defined as a divine moral ethic. Kataate (2010:6) acknowledges this fact when he writes: 
“The church, the Islamic faith, government and the private sector have 
been significant and cardinal players in the exhibition of fundamental 
values in the moulding of learners’ behaviour” 
 
The above could be interpreted that academic and moral instruction in the managing learners’ 
discipline in Ugandan schools takes on both the theist and atheist position owing to the 
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philosophical founding of the School Governing Body. Consequently, some values are not 
emphasized enough in one school governing structure while they are conventional in another. 
Perusing through documents in the Islamic archives, Kulumba (2004:31-32) writes that:  
“Islamic governing bodies give their service to matters of extreme 
observance of Islamic principles….through the critical emphasis of the 
Sharia law. In this arrangement, Islamic values are those that are in line 
with the principles and pillars of Islam. In most Islamic schools, 
Qur’anic instructions are….mandatory to all learners irrespective of 
creed. The intention is to build in learners the good family and social 
values”.  
 
 
On the other hand, there is another SGB which defends the secular approach to management of 
school discipline in Uganda; through the support for a strict code of conduct and academic 
excellence as the means to ingrain the desired values. Kasibante (2002:98) supports the above 
possibility in the following way: 
“When learners enter a new school they make a contract with the school to 
respect its rules and regulations and study hard. The code of conduct is a 
manifestation of the desirable values that each learner must cherish. 
Likewise, academic excellence is the reason why schools exist today”. 
 
7.2.3.2       Government 
The government is the other strong stakeholder in education development. In Uganda, the 
government assumed control of education so as to bring political and secular influence into the 
formal school, hence entrenching the atheist deontological outlook. It therefore used a process of 
nationalisation of all formal schools. However, some denominational school owners felt that 
government has always had a panorama view of formal education. Uganda Catholic Episcopal 
Conference [UEC] (2006:7-8) commented: 
“Denominational schools have faced a monolithic post-independence 
disagreement with government education policies, which have not been 
supportive of the role of religious foundation bodies and the impact of 
denominational schools on general management. The monopolistic government 
education policies are seen as trying to side-line the missionary educator’s 
participation in values-based education”.  
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The government argues that “Uganda is a secular state” whose programmes must sprint from a 
secular standpoint. This thinking becomes the central reason explaining the oxidization of the 
moral and spiritual values in the contemporary Ugandan school. In essence, documented data 
tries to indicate that the government’s involvement in education is basically to redefine school 
discipline from a secularist position. At the same time, the integration of values must be treated 
as secular process other than a religious process. The missionary owners of schools are therefore 
not happy that their philosophy is being forcefully eroded away by the state. Sekamwa and 
Kasibante (1985:18) confirm the above argument in the following excerpt: 
“Most of the monopolistic government education policies perpetuated by 
successive Ugandan governments, since Uganda attained independence, 
are against the influence of the religious foundation bodies in schools. It is 
quite clear that the partnership between government and the faith-based 
foundation bodies has been characterized by mutual mistrust. It can be 
likened to a forced marriage where there is no mutual consent and 
respect. There are no clear principles or rules governing this partnership 
neither are the roles to be played by each partner [in values integration in 
school discipline] defined. The government simply used and is still using, 
ruses to gain the upper hand in the schools which do not belong to it. ”  
 
As a result, the government takeover of missionary schools in 1962 was condemned by religious 
denominational school founders who describe the government as having limited capability to 
sustain the novel values of the founding fathers.  While government provided financial support 
for schools, it was secularist and has remained weak in its capacity to instil moral values. 
Kalyango (2003:8) noted: 
“Often government has been insecure on recognising the unparalleled capacity 
of denominational schools in the development of formal education in Uganda, 
especially in the moulding of learners. To counteract this panic, government had 
to assume obliging power over other SGBs”.  
 
This move delineates the fact that government has no competitive capacity to infuse character 
education as far as the integration of values into school discipline is concerned. Consequently, 
the sporadic efforts to take over denominational schools by government were branded by many 
religious leaders as the total confiscation of denominational schools by political interest groups 
(government), and the subsequent politicisation of formal schooling. It is the government that 
now blows the first trumpet and determines what other SGBs’ closet will contain. Uganda 
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Catholic Episcopal Conference (2006:7-8) [as presented in the Gravissimum Educationis, 2008] 
writes with impunity: 
“The main reason why we have decided to make a step back into history and 
look at how Christian education was grabbed from the original founders is to 
trace the thin line where government got it wrong. This has helped us to see 
with clarity that the total control of education by government breaks the 
principle of subsidiarity. The principle of subsidiarity states that in 
education both the government and the foundation bodies are targeting the 
same child but at different angles with different means although they need to 
complement each other. In this game of winners, both government and the 
foundation body must partner equally in school governance and not one 
entity shall assume superior over indulging powers over another …”  
 
The idea of nationalising formal schools is an attempt to draw battle lines between government 
and denominational school founders who see government’s actions as inimical to educational 
progress. Denominational school founders struggle to fight for their original position in the 
educational development agenda by contesting the government’s position of nationalising 
schools as being a total exclusion of denominational school efforts. Denominational school 
founders would like a consensus reached where government and the denominational school 
founders remain associates in educational development not as rival camps. In conclusion, the 
schism between government and denominational school founders suggests that the 
nationalisation of schools is a selfish intention for government to instil political values into 
learners over and above other critical life values which were originally fostered by the religious 
founders of the same schools. 
 
However, some scholars document that missionary education was introduced in the second half 
of the 19
th
 Century purposely to pave way for the European imperialists. Missionary educators 
enabled European politicians to have a smooth control of indigenous Uganda. In other words, the 
missionaries carried with them a double-barrelled dagger, which Kataate (2010:18) symbolically 
describes by writing that:  
“When the missionary educators came, they put the “crucifix” forward 
and the “colonial flag” was hidden behind their fabric. Missionary 
educators did not only step in as the sole propagandist of spiritual 
education and civilization but also came to pave way for greater 
colonialism”.  
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Needless to say, the missionaries were European intellectuals who became colonialism’s greatest 
champions. Although missionaries brought with them formal schooling, Ugandans resisted 
colonialism which was a later European trademark ferried in through the backyard. They resisted 
colonialism by force and they resisted it culturally, intellectually and passionately (Nana & 
Mdee, 2011:30). The indigenous Ugandans’ resistance of colonialism ranged from uprisings to 
refusal to pay hut and head tax in many places and refusal to work on plantations. In other words, 
Ugandans were raising dissenting voices to the imperial orthodoxies, and the impact of 
colonialism on the personalities of the colonized.  
 
According to Nana and Mdee (2011:6), colonialism is a general term signifying domination and 
hegemony, classically in the form of political rule and economic control on the part of a 
European state over territories and peoples outside Europe. But in the course of each party doing 
its own thing, conflicts arouse between each other as an expression of domination of one over the 
other. In this case, superior groups later took control and even determined the modus operandi. In 
Uganda, the colonial government had a superior motive to alter missionary ideologies to reflect 
their own colonial legacy using education as a conduit, since colonialists had the financial 
muscle and policy instrument to do so in their favour. The status with which values were 
integrated into management of learners’ discipline, at the time of the colonialists, was acutely 
compromised by conflicting dogmas that resonated from missionaries’ interests on the one hand 
and those of the colonialists on the other hand (Kigongo, 2003:23). The result of this conflictual 
tendency was the government’s takeover of the control of schools from the missionaries, first 
during the 1920s as a colonial government, and later after independence based on the 
recommendations of the Castle Report of 1963, which stressed the right of nationalization and 
secularization of education. Waliggo and Kasibante (1985:13) contemplate similarly: 
“With the coming of the Education Act of 1963, the Church and Islamic 
faith took a diminished role in public education. As a result, many 
Church and Islamic leaders seemed to interpret the new Act to mean 
that schools had been nationalized. Some began to look back at the 
catechumenate as the only “School” which should demand their top 
attention. The catechumenate tried to preserve strong moral and ethical 
value systems which the state did not give much attention. Throughout 
the 1960s and 1970s, the official Church and Islamic attitude to schools 
was rather abnegated. As a result, Church and Islamic schools began to 
dwindle everywhere in terms of funding and influence over learning”.  
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7.2.3.3 Missionary educators 
 
On the 17th February, 1877 the first Anglican missionaries arrived in Uganda led by Reverends 
Wilson and Alexander Mackay of the Church Missionary Society (CMS). The first Catholic 
missionaries in Uganda Father Simeon Lourdel and Brother Delmas Amans also arrived at 
Entebbe two years later in 1879 and were followed by their colleagues Fathers Leon Livinhac, 
Ludovic Girault and Leon Barbot in June, 1879. These missionaries contributed greatly to the 
development of education and school discipline. The missionaries did much than mere spread of 
Christianity. They also introduced western education, laying emphasis on the formation of the 
spiritual, moral, intellectual and material development of learners. To re-echo the words of 
Kasibante (2001: 104): 
“Those Europeans, who arrived in Uganda in the second half of the 19th 
Century as colonialists and missionary educators, came from old cultures and 
civilizations. Some of these cultures and civilizations were entrenched in the 
ancient Far Eastern or the Middle Eastern civilizations, some in the Greek and 
Roman times. Their countries had a long history of formal education. 
Politically, their countries had already experienced a history of empires, 
kingdoms and chiefdoms. They left behind the enormous grandeur and 
civilization and spread to Africa and in Uganda in particular, all of them with 
astonishment, to bring optimism through education. The Catholic and Anglican 
Church structures, specifically, have a solid historical partnership in the 
development of schools in Uganda, which dates as far back as the beginning of 
the second half of the nineteenth century (1877 for Anglican missionaries, and 
1879 for Catholic missionaries)”. 
 
a) Missionaries on religious education and values 
The pattern they used to manage learners’ discipline was religious indoctrination. The Uganda 
Catholic Episcopal Conference report (2006) refers their method of managing school discipline 
to a “confessional syllabus” which they defended whole heartedly. The confessional syllabus 
reflected values meant to ensure the strict indoctrination of learners into the religiosity of the 
founders, as well as conserving the moral organisational set up to which the missionaries 
subscribed. In other words, the missionaries believed in the theist philosophy of education where 
things divine have, or God has true authority of knowledge (Kintu, 2001:113). This form of 
epistemology is well-described by Iliescu (2010:8): 
“Theist philosophers often claim that no secular system can have true authority 
over people. True law presupposes the existence of a true authority. Thus, it is 
only when the positive law system is seen as having been generated by God. 
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Theists will, certainly, say that it is inconceivable that God could approve of a 
just education system”.  
 
The missionary-based confessional syllabus promotes the religious approach to learners’ moral 
and academic instruction as the basis for values integration into schooling. Uganda Catholic 
Episcopal Conference (2006:7) recounts the glowing history of missionary training worldwide: 
“Formal education was preceded by a rudimentary form of education at the 
time when writing was introduced by various emperors and also during the 
early Christian centuries when Christian instructions based on Christian 
beliefs were imparted to the early Christians. Later on, the exegetical and 
catechetical schools based on Old and New Testaments appeared at 
Alexandria and Rome pioneered by Clement of Alexandria and Justine 
Martyr. It was in the 6
th
 Century AD that formal education, as introduced by 
the missionaries in Uganda, and the values it employed in the school system 
began taking shape under the Benedictine monks who were teaching divine 
scriptures. It was only towards the end of the 8
th
 Century, under 
Charlemagne the “Holy” Roman Emperor, that more formal schools were 
operational in Cathedrals and monasteries while village schools generally 
operated under the protection of priests and missionaries. The intention was 
to keep formal education tied on a deeply religious foundation with deep 
religious values integrated into the teaching-learning process. This idea was 
what was called the confessional syllabus”.  
 
The missionaries may have brought a formal education that rotates around the might of God as 
the source of wisdom and learning. In other words, missionaries were in for moral objectivism as 
the basis of good education and civilization as opposed to secular objectivism that was 
championed by both the colonial and independent Ugandan government. It could then be argued 
that missionaries introduced a theist outlook to knowledge and formal learning as the basis of 
promoting positive educational values for positive school discipline.  This philosophy to which 
missionaries galvanized the educational agenda became figurative in the internal processes of 
contemporary school disciplinary management.   
 
In addition, missionary education was delivered according to the stages of human growth and 
development as prescribed by Lawrence Kohlberg’s developmental theory. This means that their 
education was imported right from childhood through to adult hood. The implication of this is 
that missionaries used the invariant levels of moral development to integrate values into learners, 
by promoting the "good boy-good girl" orientation. In their mode of moral and academic 
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instruction, they instilled obedience and conformity as the basis of educating learners. Uganda 
Catholic Episcopal Conference (2006:32) relates as above:  
“True missionary education is the one directed towards the formation of 
the human person in view of his final end and the good of the society to 
which he belongs and the duties to which he will be called an adult. In 
missionary education, children and young people must be helped to 
develop harmoniously their physical, spiritual, moral and intellectual 
qualities. Missionary education is the one aiming at developing man, 
created in the image of God, composed of body and soul”.  
 
Similarly, the Anglican Education Policy [AEP] (2005:8) provides: 
“The efforts of the missionary educators in building the foundation of 
Christian education in Uganda must be commended. In order to do so, 
Anglican schools must put God first whenever teaching and instruction is 
conducted”. 
 
Because of the need to glorify the religious nature of the type of formal education the 
missionaries brought, they went as far as introducing catechumens or religious instructors. These 
ensured that spirituality entrenched deeper in their efforts to discipline learners. Kasibante and 
Kiwanuka (2001:8) write that: 
“The work of the missionary educators was extensively commended by the 
African learners or catechumens [“Abasomi”] as a significant contribution to 
the growth and development of values-based education in modern Uganda. 
Hence people made an early commitment to learn [“okusoma”] in order to 
acquire the most revered values to shape their lives”.  
 
By 1882, the number of catechumens [“Abasomi”] had grown tremendously and the missionary 
educators continuously struggled to use Christianity and formal schooling to integrate ideal 
values into these catechumens. 
 
 
b) Missionaries on secular education and values  
 
There are also those voices in the documents which acknowledge that missionaries also 
contributed to secular education through teaching about science, technical and vocational studies. 
Missionaries arrived in Uganda with the intention of reforming local practices as a footstep 
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towards the introduction of citizenship education. Subsequent texts quoted from Sekamwa 
(2000a:41) testify to this as follows:  
“The missionaries committed a larger part of their finances to the 
development of formal education which included teaching agriculture, 
technical education and science. Alexander Mackay, of the Church 
Missionaries Society (CMS), was an engineer. He taught the local people 
secular disciplines like carpentry, joinery, building and farming”. 
 
In a nutshell, missionaries balanced between religious and secular education. This is exemplified 
in the nature of knowledge and skills they imparted. Sekamwa (2000a:26) argues: 
“Values such as spirituality, hedonism, moral conduct, honesty, piety, 
academic growth were highly taught in missionary schools alongside 
religion, reading, writing and arithmetic. The same schools are still 
popular in this direction. The technical skills of Brother Amans of the 
White Fathers and those of Reverend Alexander Mackay of the Church 
Missionaries Society (CMS) attracted attention of the young men 
around. These practical skills and values passed on were mainly 
gardening, carpentry, construction work and Biblical teachings. The 
local people wanted to learn these skills and practical values”. 
 
Because of this interest, the missionary educators would have an apprentice school, and mission 
school at the mission stations to enable the African learners to acquire some manual and spiritual 
values. Nsereko (2001:27) reported that: 
“In 1911, schools were built by the missionaries in order to use them as 
centres for passing on educational values and skills in the hope of 
enhancing learners’ educational requirements. The missionaries built 
both technical (vocational), primary and secondary (high) schools 
throughout the country and these were used to teach vocational skills”. 
 
Another documented voice similar to the above effect on the kind of secular education that 
missionaries delivered is that of Mubiru (2005:14) who contemplated that:  
“Missionary training was aiming at good employment prospects for the 
learners and the hope of getting money as life endeavours for building 
good citizenship. The missionary schools also taught academic subjects 
such as the humanities, leadership and discipline”. 
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Moral and academic instruction, documented data reveals, was given in the local languages. This 
could help the missionaries to ensure that learners comprehended what was studied. There are 
concrete steps taken towards better infusion of missionary values using academic instruction. 
Muwonge (2006:55) said that the missionaries used the Luganda language to swiftly spread 
religion, skills and education. Luganda is the local language in Buganda Kingdom the seat of 
Kampala district where this present study was conducted. Still from the documented data, voices 
also point to the use of churches as the mission centres and type of schools used as avenues for 
integrating values into learners. In his words, Muwonge (2006) has this to say: 
“As a result, the missionaries mastered the local languages especially 
Luganda and even turned it into a written language for the first time. They 
for instance produced a Luganda dictionary and written catechisms for 
use in integration of educational and spiritual values into the African 
learners. The missionary educators used mission centres, built vocational 
schools and churches to spread key values especially spirituality”.  
 
The missionary educators also promoted higher education by sending many young people to 
foreign universities, around the 1940s. At these universities learners expected to acquire even the 
political and universal values because they would interact with learners from diverse 
backgrounds and cultural orientations. O’Neil (2000:34) wrote that: 
“Cardinal Lavigerie of the Catholic mission founded the Lavigerie 
institute in Malta to which some Ugandan young men were sent to do 
advanced professional studies, including law, medicine and religious 
studies. Such skills were used to impart greater civic and social values 
needed for national development”. 
 
In the same way, missionaries built local higher education institutions to supplement lower level 
secular education. Muyingo (2001:9) also observed that: 
“Missionary educators also built local institutions in which African 
learners acquired academic, vocational and life skills and the same 
missionaries persuaded the colonial government to open up the first 
national university college in Uganda in 1922, which was Makerere 
University College”.  
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7.2.3.4 Roles of the educator  
 
Data for this section was collected from dissertations and theses. From documented data, the 
researcher’s argument is that the educator’s personality and professional competencies are 
imperative in defining how school discipline would be contextualised in contemporary Ugandan 
schools. At the same time, the educator determines the right values necessary for the 
management of school discipline. The quality of educators, in terms of their experience and 
ability to control a particular maladjustment and identify the correct values for their learners, is 
dependent upon their lived experiences and professionalism, which strongly dictate how the 
educators integrate values into learning. The educators’ experiences give them the impetus to 
handle discipline cases in a decisive, flexible, and democratic manner. Katende’s (2008:43) 
treatise is a great complement to the above thoughts: 
“The quality of learning, which the educators get from National Teachers 
Colleges and Universities in Uganda plus their experience in the profession, 
is enough to give them the sort of complacency they deserve to reinforce 
schools with positive values and discipline. Educators’ leadership skills and 
experience are increasingly required in a beleaguered profession like 
teaching, and in choosing the right values to pass onto the learners. In other 
words, educators’ professional experience is a critical factor in an attempt to 
promote the right values in the learning process. The characteristics of 
classroom instruction are that educators have the expertise that gives them 
the ability to judge school situations ranging from classroom management to 
child behavioural traits. They have the ability to circumvent the values 
needed in educational progress.” 
 
 
The educator’s professional and lived experiences provide the organizational values such as 
leadership and planning skills, which are then applied in a classroom and school condition in 
which learners’ behaviour manifests. The organizational values which educators possess provide 
them with continued expertise to be in position to mould learners towards positive discipline and 
life. Mutaawe (2011:37) observed that: 
From college and with their past, educators are equipped with leadership 
and planning skills to train learners in the right way. When in college, would-
be educators are exposed to educational management skills to help them 
judge classroom and school situations appropriately. Therefore, before 
administering very harsh punishments that cannot help the learner, educators 
need to first study the kind of situation in which learners grow. They need to 
understand why learners are stubborn.  
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However, some voices in the documented data indicated that the same educators’ experiences 
and professional competencies could be outmanoeuvred by their “human” weaknesses as they 
begin to act unprofessionally. Unprofessionalism of educators could hinder the promotion of the 
right values into the schooling process. Odong (2005:63) contemplated: 
“In some Ugandan schools, there are cases reported of educators who, 
instead of guiding learners to do what is right and befitting, are found 
engaging the same learners into immoral activities. These educators are 
cynical, immoral and perpetrators of devilish behaviour which hinders the 
proper process of values inclusion in child education. Education is a process 
of imparting the correct values into the learning process. But above all the 
educators must be role models to the learners, while exhibiting good 
manners and acting professionally.” 
 
 
In addition, educators’ professionalism could be outmatched by the often bully and militant 
learners. The bully types of learners tend to control the educator and the environment in which 
learning takes place with a view to stagnate educational prosperity and progress. The wheels of 
this fate reflect often in schools where there are massive tendencies to topple the school 
oligarchy. Muyombya (2001:88) paints a desolate picture to that effect, when he says: 
“But there are also cases where even the reasonably professional educator is 
bound to be a victim of learner aggression and subjugation. He may fail to 
convince learners to change their pattern of behaviour, especially when these 
same learners look very stubborn, militant, disrespectful and violent.” 
 
 
The above means that peer influence might deter learners from acting humanly as they become 
rowdy and tormenting. The implication is that academic and moral instructions as well as 
imparting values are not enough, if educators under look environmental factors that influence 
truancy in learners. In such schools with violent and militant learners, the rule of law is 
outmatched, replaced by jungle law to reinstate the power of the aggressors over the rest of the 
school members. Consequently, the code of conduct could be outmatched not by reason, but by 
deceit. The learners, in this case, become the “masters” and the educator becomes the “subject”. 
And yet values cannot be transmitted in an environment of fear, intolerance of learners’ 
deception and extreme indiscipline parading in such schools.  Kibuuka (1998:28), in his doctoral 
thesis on the antecedents of inter-student aggression in the boarding secondary school, laments in 
a similar version: 
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“Bully learners are difficult to deal with even though educators may have the 
audacity and capacity to put discipline in the school. The result of all this is 
that two kingdoms are created in the school: one is for the educators and the 
learners who are loyal and have accepted, at all odds, to abide by the school 
ethos, the other is for the bully-type learners who do not compromise with the 
school ethos and sometimes supported by a small section of the 
unprofessional type of educators. Indiscipline and the lack of a values system 
exist on such ground breaking experiences”. 
 
 
However the largest portion of child discipline transpires in the classroom where knowledge and 
skills are provided in the form of academic instruction. The classroom provides mentoring that 
equips learners with universal, moral and spiritual values. It is the same classroom that will 
provide a values system that is judged by the society as good, and self-determination; prosperity 
and progress will paint the glimmering picture of a promising school and classroom. This 
viewpoint takes a global contemplation from Bernstein (2000:112) who complemented that: 
“Universally classroom and school management are enterprises of 
creating conditions for learner involvement in curricular and co-
curricular events. Such a condition prepares the learners to receive a set 
of critical values required to change the learners’ mind set by providing 
decent education and encouraging growth in positive citizenship. 
Throughout the classroom and school enterprises, the emphasis is on 
cooperation, engagement, and motivation, and on learners to be part of a 
dynamic system, rather than on compliance, control, and coercion”.  
 
 
Again, educators argue that it is from the classroom that the educator must pass on the acceptable 
values to ensure a total realization of learners’ progressive development. Imparting of values is 
done through classroom instruction using the lesson objectives that must represent critical life 
demands and cuddle a robust value structure. The instructional methods and assessment 
procedures also reflect the core values appropriate to a learner’s training in order for classrooms 
to produce a good end product in the face of the outside environment. The above view resonates 
clearly in Katende’s (2008:58) assessment of the status quo of values and discipline in Uganda’s 
schools:  
“In Ugandan schools, values must permeate from the classroom and the 
educator is the chief arbitrator. Values must be placed in the objectives of 
the lesson and in the content delivered. The educator then makes sure 
that values are transmitted to the learners. A well thought-out class is the 
one where learners’ needs are addressed through teaching and imparting 
of values. The school curriculum, as advised by Uganda’s Ministry of 
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Education and Sports, must be learner-centred. It must supply the learner 
with knowledge, skills and a strong value system. The curriculum must 
supply responsible professionals and citizens. However, what is annoying 
today is to find educated people who lack a moral thread and are not 
patriotic. Such products are the direct opposite of what education should 
be. ” 
 
 
The educator’s central part in the classroom is therefore to preserve learners’ cooperation in the 
programmes that shape social character and ensure behavioural modification. In this way, 
educators will be able to impart the right social values into the learners’ educative process. In 
some Ugandan schools, it is suggested that educators define activity segments within the lesson, 
introducing them to the learners and inviting and socializing learners to participate over time. 
This task is collaborative (constructivism) where the educator and learners jointly construct 
classroom discipline and define an ideal values system. The difficulty in this task, however, is 
related to the complexity of the values-based activities an educator is trying to enact, the number 
of learners in a class, time constraints, the demands of the work assigned to learners, the ability 
and willingness of learners to engage in these values-based activities, the social and emotional 
capacities of learners and the quality of the relationship between educators and learners. Similar 
to this psychoanalysis, Muwere (2003:10) writes on the challenge of integrating educational 
values in Universal Primary Education (UPE) schools as such: 
“UPE schools face a problem of coping with large classes. In this respect, an 
educator would find it difficult to improve each and every learner’s behaviour 
and critically follow up the progress of each learner because the ratio of 
learners to a single educator is alarmingly huge. UPE schools have generally 
succeeded in providing massive literacy but not the provision of quality 
instruction in values for life-long achievement. In any case, educators feel 
overwhelmed by the workload”.  
 
 
Arguing from an ecological standpoint, Ugandan classrooms and schools can also be viewed as 
behavioural backyards with an assortment of activity segments, each representing a particular 
arrangement of participants, participative roles, and the rules of engagement. Within the class 
and school, learners have programmes that define their appropriate action. These programmes of 
action provide slots and sequences for academic and moral instructions. They create direction, 
momentum, and energy for behavioural change. Values emerge from the classroom where the 
educator plays a significant role in child education. At the same time, values are reflected in 
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every portion of school activity. Kanyumya (2010:66) scrutinizes the educator’s role describing 
the Ugandan school as a vital location for supporting the integration of values into learning: 
“A good classroom and school must have activities that help to focus learners’ 
behaviours. Good schools use the different co-curricular and curricular events 
to pass onto the learners those life planning skills and values that are deemed 
necessary. It is therefore unethical for the educator to impart only knowledge 
without identifying the right values to be given to learners before the later 
leaves the school.” 
 
 
 
School discipline is contextualised within the classroom where educational values are espoused 
during the lesson both defining what constitutes positive discipline. Lesson segments provide 
situated academic instructions on how learners could transform their behavioural patterns. In this 
case, the norms, rules, and interpersonal relationships all play a pivotal role in the overall 
depiction of school management in Uganda. But at the back of all this understanding educators 
play a leading role in setting the rules of the classroom. The intent is to carefully think through 
the proper process of values integration into classroom behaviour. Nanziri (2002:48) wrote that: 
“Educators set procedures, put in place norms and rules to govern 
classroom instruction. In this arrangement, educators aim at making the 
lesson profitable whereby the rules and norms of the lesson are meant to 
attune the learners to what the lesson demands. The educator then must 
provide a resourceful lesson which contains the right moral and social 
value system for learners to emulate.” 
 
 
However, there are opposing voices in the documents which assert that the current curriculum 
and classroom instruction process allow no room for imparting wider educational values. Much 
emphasis is pegged on theoretical classes with little or no emphasis on the moral, patriotic and 
civic development of learners. Educators are widely criticized for producing cleaver products but 
with no value system. Morality has been sacrificed by the demands of scientific discoveries, the 
pursuit for medicine and economic prowess drawn from the linear schooling process. Kasibante 
(2001:99) vindictively comments about the sort of education that does not put due regard to 
critical values like morality, universalism and patriotism. He argues that today’s education has 
neglected the significance of the hidden curriculum in child instruction. He says:  
“Although formal education has provided a culture and curriculum that 
equips learners with the necessary industrial and professional skills; such 
an education threatens to reap society of a generation of civilized cadres, if 
it does not ponder into the demands of the hidden curriculum. The hidden 
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curriculum is meant to pass on life survival skills like morality, 
socialization, leadership, patriotism and aestheticism. The problem of 
today’s schools is that they fail to give practical emphasis to moulding a 
learner who is not only academically sensitive but also morally, 
emotionally and politically astute. It is unfortunate that the Government 
White Paper (1993) on education in Uganda mentioned the sort of values 
that must be included in formal education but which are presently ignored. 
Some of these values are premised on the National Resistance Movement 
(NRM) government’s ten-point programme (Kasibante, 2001:99).” [The 
NRM is the current ruling government in Uganda which assumed power in 
1986]. 
 
 
Educators employ either retributive or restorative justice methods to infuse the right values into 
the learners. Retributive justice is the use of punitive methods of behavioural control such as 
corporal punishment. It advocates for sanctions and harsh treatment of learners in order to force 
these learners to accept to do what is socially desirable. Lwanga (2009: 32) similarly writes that: 
“A retributive justice oriented school has been found to concern itself with 
a rigid learner control hierarchy as in any other authoritarian 
organization. The flow of power and accountability between educators 
and learners is non-directional. Learners are stereotyped in terms of 
appearance, behaviour and attitudes”.  
 
 
The argument on the continued usage of retributive justice in Ugandan schools is integrated with 
the psychoanalysis of the historical construction of social violence and its later fall back into the 
school. The situation within which Uganda has progressed has legitimised the use of punitive 
methods of disciplinary control. For example Mugonza writes that the history of Uganda’s 
development process partly accounts for the use of punitive sanctions to handle learner 
indiscipline. In pre-colonial Uganda for example, informal education and training was traditional 
and strict in nature. Punitive methods were rampantly used by indigenous societies to tackle 
errant behaviour. On wanting immediate results, the indigenous educator preferred to be 
custodial. Children grew under harsh social conditions and strict parentage where corporal 
punishment was highly validated and the educator tended to be dictatorial. This analysis by 
Mugonza (2003) is supported by that of Mabirizi (2004:13) in the following excerpt:  
“The period when missionary educators and colonialists were in control of 
schooling also defined another set of troubles that later on impacted the level 
of discipline in missionary schools. The missionary and colonial educators 
tended to be brutal and harsh to learners who were morally undeserving and 
culturally primitive. In an attempt to use imperialism to impose alien social-
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cultural values, the colonialists and missionary educators adopted brutal 
methods to enforce this scheme in the African school. Hence the political 
history of Uganda focuses the lens on how the imperialist conditions and 
interests reshaped the process of values integration into the African school 
by employing corporal punishment measures to pass on the message because 
they thought that African learners were so primitive in character and 
behaviour, and thus, needed such treatment for social and moral revival”.  
 
 
The period from 1966 onwards was a curtain raiser to more blows in Uganda’s political and 
economic history (Ogomarach, 1994:16). These blows accounted significantly to the 
augmentation of school violence, the loss of values and misbehaviour in schools. Although 
before and during the 1960s Uganda had the highest Gross Domestic Product (GDP) in Africa 
which equalled to that of Japan and Malaysia, soon after independence she began experiencing 
frequent political and economic mismanagement factors. These political and economic setbacks 
contributed immensely to the declining level of educator attention in schools hence leading to 
amplified indiscipline cases. The period between 1966 and 1986 was characterised by insecurity 
and violence, and learners became correspondingly difficult to manage.  The period of the 1970s 
for example, explains the dictatorial and brutality of President Idi Amin’s regime. The daily 
cases of murder throughout the country, imprisonment without trial, political anarchy, no rule of 
law and extreme civilian torture on the streets of Kampala city carried out by Amin and his 
henchmen, all painted a dilapidating chronicle of Uganda’s political and social turbulence which 
later crossed into the school compounds.  Relating his analysis to the above, Kasaija (1991:27) 
further remarked that: 
 “The often aggrieved and weary educators used harsh punishments in the 
disguise of educating and moulding learners’ behaviour. This they did to 
express their wide dissatisfaction of the present government of Idi Amin and 
its deeds. In this case the learner becomes the victim of circumstances. The 
school eventually became a breeding ground for militarism on the part of 
learners and use of custodial approaches to behavioural control on the part 
of the educators”.  
 
 
Economically, in 1973 President Idi Amin expelled Asian and European business men and 
merchants landing the entire country into a gross economic downturn (Kamuhanda, 1976:15). In 
the same year 1973, the Oil Producing and Exporting Countries (OPEC) experienced a global 
slump in their products which impacted heavily on the world economies, including Uganda. 
Consequently, inflation soured because of the ever increasing cost of living. Equally affected by 
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the economic slump were the civil servants, including educators, whose monthly pay was often 
compromised by such macro-economic imbalances. Nana and Mdee (2011:33) note with concern 
that the Yom Kippur War of 1973 was to have a harmful effect on the African continent’s 
development strategy, Uganda inclusive. After expelling the Israeli, Indian and European 
business men from Uganda, President Idi Amin became an ally of the Arabs against the Israelis. 
When Egypt and Syria (Arab nations) launched a coordinated surprise attack against Israel, 
President Idi Amin had to support the move.  
 
 
The war resulted in the OPEC agreeing to a dramatic increase in the price of crude oil on global 
markets. Given the importance of oil to the industrialisation of the continent, the OPEC decision 
severely depleted the continent’s reserve of foreign exchange while simultaneously increasing 
their already heavy burden of debt.  By bringing into play the dreary economic state of Uganda 
in the 1970s, the researcher tries to paint a gruesome image of how the economic factor in 
Uganda’s history is partly responsible for the continued and widespread school indiscipline. 
Kamuhanda (1976:18) contemplates further that: 
“In the civil service, Uganda, in the 1970s, witnessed a high exodus of 
professionals fleeing the country for greener pastures.  The Ugandan 
school was on the verge of total collapse and annihilation because it is 
one of those entities that experienced huge losses of professional 
educators. Educator attrition and absenteeism increased tremendously. 
Consequently, learners were left in the care of unprofessional educators 
who could do no more than the mere neglect of duty, influencing learners 
into acts of gross immorality and indecency, and generally not caring to 
see to it that good values were upheld in schools. The whole framework 
of management of school discipline was distorted by a quite unethical 
level of work conduct”.  
 
 
The closure of the East African Community (EAC) and Uganda’s liberation war of 1979 marked 
the climax of the realisation of poor political and economic governance during the 1970s. The 
EAC bloc was an earlier establishment (during the 1960s) by member states (Uganda, Kenya and 
Tanzania) mainly to forge international and regional integration prospects through creating a 
union for political and economic development purposes. When the member states (in the 1970s) 
became dissatisfied with Uganda’s political and economic performance, they voted to dissolve 
the integration and partnership. To an alien observer, the politics of the EAC at the time 
symbolized that Uganda was politically ailing. This was exhibited in her inability to handle 
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extremely worsening cases back home. Education and specifically learners’ discipline 
deteriorated because of the situation that unfolded then.  
 
 
With the growth in human rights and emancipatory liberties, Uganda requires a system of formal 
education that is more democratic and tolerant. Human rights groups have sprang up from 1987 
onwards (when the NRM government assumed power), expressing the need for political actors, 
government bureaucrats, civil society and educators to respect the rights of man. This movement 
comes at a time when Ugandans are becoming fed up of war and political mistreatment since 
independence in 1962. The question of human rights is a headline issue that traverses every 
section of the population including the school. Human rights activists strongly fought against 
corporal punishment in schools agitating for more consensus building between the educator, 
learner and parent. Schooling became a democratic process where both the learner and educator 
are mandated to up hold human rights as global constitutional liberties. The use of punitive 
sanctions in the learning process needs to be evaluated for its possible impacts.  
 
 
Eventually, educators have resorted to use of restorative justice to ensure the long-term 
reformation of the learner by using counselling and guidance. The use of restorative justice helps 
the educator to avoid methods that inflict excessive pain on the learner placing him [educator] in 
a repugnant situation. Restorative justice is viewed as an educational community activity in 
which members learn through interaction and experience from others. In other words, restorative 
justice operates where an ecological philosophy takes precedence in shaping the school and 
learning. Ssekasanvu’s (2009:67) remarks contemplate on both the use of restorative and 
retributive justice methods, he says: 
“The educator is a crucial personality in the classroom. He is charged with 
the duty of educating the young with a view of transforming their character 
to become more responsible citizens. The classroom is the beginning of 
such a mentoring process and the educator drives the process. The means 
used to enforce discipline can be the flexible type [like counselling 
learners] or the punitive type [use of force and torture]”.  
Still on the need for human rights and social justice education, Nsereko (2001:67) points out the 
need for schools to embrace restorative justice measures in the course of disciplining learners, he 
says: 
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“Today’s school is surrounded by an elite society where punishment is guided 
by reason and punitive sanctions are condemned by law. For every deviant 
learner it becomes imperative that the school administration succeeds to 
impart the right values through a process of mentoring learners and trying to 
take the trouble to assess their behavioural histories. In Christian schools in 
Uganda, it is the work of the chaplain to provide counselling services to the 
learners so as to grow responsibly. The uses of the cane or manual labour are 
no longer civilized approaches to behavioural control because many would 
condemn them. There is also a greater part of child training that needs to be 
carefully handled where positive interaction is supported by routine meetings 
between the deviant learner and the educator. In this way, schools can 
produce good citizens”. 
 
 
7.2.3.5 The community role: socialization process 
 
The documented studies on Ugandan schools further define values and school discipline in the 
context of the socialization process. The socialization process is a broader concept that defines 
community participation in school management and liberal education. School discipline is 
conceptualized as a progression from the community, specifically from the home, continues into 
the neighbourhood and later transcends the boundaries of the formal school structure (Berger, 
2001). But for positive discipline to occur; the connection between the home, the neighbourhood, 
and the school in the child’s educational journey must remain dynamic. Values are espoused 
where the community and school will help protect them. But what happens today is that the 
school is often isolated from the community foundation whereby parents dump their children in 
schools and fail to monitor them. This comment is supplemented by Katende (2008:50) who 
observes that: 
“Many parents today have no time to find out how their children 
perform in school. When children are dumped in the boarding school, 
parents visit rarely to find out….the child’s transgression and progress. 
This scenario…. makes it difficult for educators to initiate a 
collaborative mechanism for checking on learners’ performance and 
behaviour. Parents who take children to the day schools likewise leave 
the children at school early in the morning to collect them late in the 
evening. The only time that parents have for their children is at night 
when both are extremely weary to be able to engage in any meaningful 
progress. Worse still, parents rarely consult educators about their 
children’s performance and transgression. This leaves a dissatisfying 
remark on the part of the educator and it waters down the aim of 
education”.  
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The socialization process provides that parents and the community are basic power balances in 
the governance of schools. Governance of schools has two alternative models. The school 
authority model in which policy and strategic decisions lie firmly in the hands of the school 
oligarchy and its central pillar who is the educator. In this configuration, decisions are 
determined largely by school objectives and rules of procedure. Again this model provides that 
the educator is central in the child’s education in Ugandan schools, since he is professionally 
competent. Katagaya (2009:34), in support of the school oligarchy, contemplates that educators 
are given legitimate authority by parents and the society to shape learners. In the formal 
education system, all powers to control learners’ behaviours rest in the educator. Katagaya 
(2009:34) vividly elaborates: 
“In formal schools, parents and the community entrust the educator with 
children. The educator is professionally empowered….. to educate the 
learners by giving the learner survival and trans-survival values. In many 
schools in Uganda, parents feel they are just…. exotic to the system of 
child training. They feel that educators have the expertise to educate 
without interruption from the parent or the community. Educators are the 
Alpha and the Omega…..meaning they make the ultimate decisions to 
guide how learners should be educated. If the process of education used 
by educators is inappropriate, there is likelihood for learners to miss the 
right values”.  
 
Several voices however do not ascent to the traditional school authority model of governance. It 
is considered to be inefficient, autocratic and out-dated to face the new challenges confronting 
school organisations today (Rosa, Saraiva, & Diz, 2005:208). In fact, schools are required to 
become more accountable and responsive, efficient and effective and more entrepreneurial and 
environmentally focused (Meek, 2003:110). The community model on the other hand, provides 
that decisions about child education are collectively mended by the educator, parent and the 
community. But the debate about the power balance between schools, parents, educators and the 
community as far as child education is concerned, needs to be set in a broader social spectrum. In 
this way, School Governing Bodies (SGBs) provide opportunities to external publics to 
participate in key decisions about the future direction and well-being of the learner. Lutabi 
(2010:65) writes that: 
“There is certainly nothing new about parents and community leaders 
claiming control and influence over how the school addresses 
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disciplinary matters. The rise in the parents’ interest and intervention in 
education as a means of advancing the development of a better method 
of imparting good values into learners is well chronicled. Interest is 
often by a tacit compromise between control and autonomy where 
parents and the community participate in decision making either directly 
or indirectly. This claim gave rise to the Parents’ Teachers’ Association 
(PTA) a voice for both parents and educators”.  
 
Barge (2009:40) gives a global viewpoint in support of the community model as used in child 
education. He places his arguments in the context of the economic and Marxist visioning of the 
community in education. His view is that school management should be realigned with market-
based realities. This means refocusing on traditions of community participation in school affairs. 
Therefore the origins of community and parent participation into school matters have more to do 
with the emergency of the liberal-democratic state as advanced by the Marxist phenomenon and, 
later, the welfare state than they do with economic conceptions of consumerism and citizenry. 
Again Katagaya (2009:33) argues that promoting active stakeholder participation in school 
affairs has significant meanings and values subsumed in a broader set of community-led 
imperatives. Community participation in management of discipline helps to build collective 
involvement issues beyond looking at parents and community leadership as merely financial 
contributors. The parents and the community can also ably participate in designing models that 
support positive learners’ discipline. In line with the above position, Katende (2008: 33) argues 
that:  
“The school encourages professional learning communities in which 
parents and the community are brought on board on matters related to 
child behavioural modification. The PTA model in Uganda is an effective 
project whose role is to bring parents and educators closer in order to 
plan effectively for their schools”.  
 
The participation of the community in school management could be either active or passive. It 
could be active when all parents and community members are brought on board to engage in 
active decision making. The participation of the community in school management can be 
explained by the disciplinary contract the individual makes with the school at the time the child 
is entrusted to the school for education engagements. In the psychological contract, community 
involvement in school matters (especially those to do with the child’s discipline and values 
selection) is implicit. It is implicit in the sense that this type of contract is not written but a set of 
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mutual, reciprocal and unarticulated behavioural expectations for those participating. In such a 
contract, parents and the community are merely seeking valuable information.  
 
On the other hand, the social contract is a formal and analytical approach presenting a 
contradictory management and political approach to the community model. In this contractual 
obligation, educational stakeholders come together to form a coalition “punctus unionis” and 
enter into a contract with the school on some crucial school management matters “punctus 
subjectionis”. The learners give their sovereignty to the educator, parent and the community 
elders who are mandated to monitor, execute and evaluate progress of the school. For example 
Katagaya (2009:55) mentions the Annual General Meeting (AGM) framework as evidence of a 
social contract implemented in Ugandan schools to make decisions on the better incorporation of 
values into management of learners’ discipline. He says:  
“The AGM is a common event that tries to bring all parents, political 
leaders and elders together at the end of the academic year in order to 
deliberate on many topical issues including decisions regarding the 
optimal integration of values into the educational process. The process is 
meant to promote the school as a socialization agency that tries to link the 
community to the learner. Since most of the child maladjustments are home 
and social-made, it is important to bring the community closer to the 
school to be part of decision-making as one way of making them realize the 
part they have to play in child education. Hence, parents and the 
community make a social contract with the school authority, thereby 
schools allow parents and the community representatives to come together 
to form a coalition meant to address the school challenges. The social 
contract spells out how the parents and community get involved in school 
management and they become subjects to the authority of the school 
(Katagaya, 2009:55)”.  
 
The socialization process also means that the school going child has been, and is shaped by the 
outside community. Maicibi (2005:43) indicates that the socialization process in education 
development does not merely refer to the significance of parents and communities in child 
education but also refers to how the child was oriented by the society in which he grew and 
presently interacts. In this aspect the home and society where the child grows and interacts on a 
daily basis, play leading roles in the shaping of learners’ behaviours. To substantiate his claims, 
Masereka (2002:45) further scornfully laments that:  
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“The child homes today are struck by a shimmering plague where parents 
have no time for their children, in terms of whether they monitor the child’s 
growth pattern and educational process. Parenting….. is becoming a fixation 
of the formal school if not for the house maids who have contributed 
significantly to the degeneration of morals in these young ones. The white 
collar job has…… married the parents to the extent that these parents have no 
time for their children. The kindergarten phenomenon in today’s formal 
schooling era is a domineering factor. The great demands of modernism and 
industry…have made parents so busy that most of them are forced to send 
their toddlers to the kindergarten in which educators take on the role of early 
childhood trainers and biological parents”.  
 
The right socialization process defines the right values that the learner takes on in later life and 
vice versa. If the early parenting process was handling children recklessly, when such children 
go to formal schools they lack opportunities for improvement because the home never gave them 
the opening. In this case, the child emulates what the home provides for his learning and this is 
carried forward into the schooling process. Muyombya (2001:45) comments on the socialization 
process as the basis of later childhood development: 
“Children learn from the environment where they acquire parenting. 
Therefore the parents, the community and adults have a duty to provide a 
safe environment to nurture these children. The school is another 
socializing agent where learners are introduced to new concepts and 
behaviours. The new developments in the school are meant to transform the 
learner’s behaviour into a well behaved character. But to do this, the 
school socialization process must be conducive to the learner’s educative 
process.” 
 
The Ugandan school imparts a set of values complemented by the community values because 
learning is a “system”. In this system, the community refers to the environment and the school is 
the process. The learner is the product that is sent to the environment. The educator acts on the 
product in the school process and the product is judged by the environment whether it is good or 
bad. In this whole analytical story, the environment or the socialization process is vital in 
articulating positive and relevant values for its future citizens. Education becomes meaningful if 
its products can ably survive in the community ahead. Liberal education therefore is a process of 
ensuring that learners are prepared in line with the demands of society and the sort of values 
imparted into learners conform to the expectations of society. Katende (2008:22) recounts that: 
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“Positive education provides a link between the school and the 
environment to which the learners are later thrown. If the demands of the 
environment are not met throughout the education process then schooling 
is not supportive. The educator imparts those values that will help learners 
survive with the changing environment. The linkage between what occurs 
in the school and what transpires in the environment where the learner is 
prepared to go must be complementary. Liberal education is a process of 
connecting schooling to the after-school life with a view to offering better 
citizenship paths to learners.”  
 
 
However, it is unfortunate to find that today’s Ugandan school is completely detached from the 
changing patterns in the environment to the extent that it produces graduates who cannot put 
what they have learned into practice. The greatest dilemma with today’s education is that the sort 
of orientation that learners get in school is the ability to write and communicate appealingly in 
civilized language but not able to use their education to create their own employment. Schools 
have not exhaustively provided creativity values to their learners. Mugonza (2003:10) looks 
beyond seeing education as the mere imparting of moral and academic values to a socialization 
agency where learners must be creative, he remarks that: 
“Today’s education is so theoretical. With the increasing levels of 
unemployment, schools have failed to produce graduates who can self-
employ themselves. This means that creativity is not part of the schooling 
process. Discipline goes beyond the mere imparting of moral values to 
include the production of a learner who is prepared to ably transform his 
society by creating employment for others. This is the nucleus of true 
citizenship”.  
 
 
Finally, being disciplined goes beyond merely looking at ethical behavioural concerns. It also 
covers one’s ability to change one’s surroundings in the process of making the world a better 
place. This is what the socialisation process emphasizes. Prosperity after school is directly 
resonated with positive discipline. When looking at the management reports of School B, the 
researcher came across a policy designed to achieve this end:  
“Being a disciplined learner is not only when one is still in the school. Even 
when a learner crosses the gates of the school, the surrounding community 
should be ready to judge the characters of our learners as being good. This is 
why in its programmes; the school should seek to develop responsible leaders 
and skilled people that will benefit society (School Management Report, 
2009:13)”.  
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However, acquisition of prosperity needs to follow good channels where learners acquire ideal 
skills and abilities to capably transform their society. Through knowledge acquisition, learners 
are equipped with competencies for later survival.  Knowledge acquired in schools has values 
and these are academic values. Academic values should translate into economic wellness. In one 
of the minutes of the disciplinary committee of school E, members noted that: 
“The challenge of ensuring the production of a disciplined learner should go 
beyond mere punishing for corrective action. Educators should use a few 
minutes in their daily classroom instruction to prepare learners who are skilled 
and knowledgeable; with the ability to translate classroom tasks into 
competencies to make them survive in future. This is being disciplined (8
th
 
school disciplinary committee meeting, 2008)”. 
 
More so, academic values must enable the learner to look beyond mere employment in the public 
as well as private sectors to be able to create his own enterprise. The educated youth problem of 
unemployment in Uganda today is blamed on the educational process that is so theoretical. In 
one of the reports of the SGB of School F, members observed that: 
“If the school is offering largely theoretical knowledge without teaching 
learners to be creative and to think of self-employment, then there is no reason 
why the school should continue. Gone are the days when school merely offered 
paper qualifications. Today, learners must have practical skills to be in position 
to create their own employment. Thus, the policy of this school should be to 
teach vocational skills and knowledge on top of classroom pedagogies. Every 
end of an academic year, the school must organize a talents show day. On this 
day, learners should exhibit their talents, innovations and inventions beyond 
academic work. Awards should be given to those learners that have participated 
and the winner must take home a decent award as the principal in consultation 
with the SGB will choose to reward. Encouragement of such occasions is meant 
to promote talent and skills for self-reliance (6
th
 SGB meeting, 2007)” 
 
 
Basing on the above, the researcher argues that Ugandan education today should not merely aim 
at achieving high academic standards without considering the aesthetic (creativity) and universal 
values such as economic sensitivity and entrepreneurship abilities. The school should go beyond 
academic successes of learners to also tap their talents and other important values in one’s life-
long learning process. Scott’s Conditional Relationship Guide (CRG) below summarises the 
stakeholder roles in integration values into management of learners’ discipline in Ugandan 
schools as revealed by archival data (Howell, 2006; McCaslin & Scott, 2003:26; Scott, 
2004:113).  
229 
 
Table 6:  Scott’s Conditional Relationship Guide summarising stakeholder roles in integration of values into school discipline 
 
Stakeholder How? When?/Where? Why? Consequence/Expectations 
School 
Governing 
Body 
 Determine school policy 
 Overall supervision 
 Enforcing articulation of 
founding mission 
 Board meetings 
 Annual General Meetings 
 Use principal to supervise 
 Proprietors of schools 
 Foundation body 
 Capacity to make policy 
 Drive the process towards 
inclusive education 
 Life education 
 Citizenship education 
Government  Financing schools 
 Education policy 
 Curriculum development 
(Pedagogical approach) 
 Universal education (peace 
education, multi-culturalism) 
 Democratic education 
(citizenship, patriotism) 
 Welfare education (Nkata, 
2005) 
 Public schools 
 Appoint principals and 
SGB members to public 
schools 
 Influence curriculum 
change  
 Policy making  
 Transfer of educators 
 Political indoctrination 
 Overall control of schools 
(1963 education Act by 
Prof. Castle) 
 Nationalisation of schools 
 1922 onwards, colonial 
government took over 
power 
 Good citizens 
 Skilled and professional 
products of education 
 Revamping the civil service 
(Sekiwu, 2003) 
 
Missionary 
educator 
 Brought formal education to 
Uganda 
 Constructed schools 
 Evangelism and spiritual 
indoctrination 
 Moral instruction 
 Vocationalisation of schools 
(carpentry, joinery) 
 Brought religion  
 Religiously-founded 
schools (denominational 
schools) 
 Catechism classes 
 Academic instruction 
 Moral instruction 
 Education for redemptive 
discipline (Felderhof, 
2002) 
 Pave way for colonial rule 
 Promote formal schooling 
 God-fearing learners 
 Morally up right (Corrupt-
free society) 
 Democratization of society 
Educator  Teaching and learning (activity 
segments) 
 Counselling and guidance 
 Enforcing code of conduct 
 Leadership in schools 
(Sergiovanni, 2006) 
 Classroom instructions 
 Moral instructions 
 School compound 
(SWPBS model) 
 Counseling events and 
sessions 
 Professional development 
(Guskey, 2002) 
 Interact with learners on 
daily basis 
 Provide instruction  
 Provide lived experiences 
(Mohapi, 2007) 
 Produce morally up right 
learners 
 Intelligent and professional 
learners 
 Lifelong learning 
 Liberal education 
 Universal education 
 Patriotic people 
Community 
(Parent, 
societal 
leaders) 
 Early childhood development 
(Kohlberg’s stages of growth) 
 Society absolves the child after 
school (socialization process, cf. 
White Paper, 1993) 
 Constructive education 
 In the family  
 Place of work 
 Society through peer 
interaction 
 Child growth and 
development 
 Citizenship building 
 Professionalism 
 
 Professional learning 
communities (Senge, 1990) 
 Leadership with a vision 
(Leithwood & Riehl, 2003) 
Source: Scott (2004) on the CRG 
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The relevance of the above table is that it gives a precise and diagrammatic analysis and 
interpretation of stakeholder roles in integrating values into the management of school discipline 
in Ugandan schools. It also provides a logical relationship between the elements and labels 
where the relationship between stakeholder roles help to slice out an analytical story as 
documented by archival data. Grounded theory, according to Glaser (1978), aims at a 
comparative analysis of different labels in the data so as to generate a unified story to come up 
with the core categories and develop theory. In the CRG, there is also cross-referencing of the 
data with literature review sources in order to ground a precise story to ease interpretation in 
section 7.3 and the discussion of findings in chapter nine.  
 
7.2.4 Values espoused in school discipline 
  
Themes from archival data underscored that there are varied values espoused in school discipline 
in Kampala schools. These values are the spiritual values, moral values, aesthetic values, social 
values, academic values and universal values. It is also important to note that different values are 
emphasized by different SGBs, whereby each founding body espouses those values that align 
with its original founding creed.  
 
7.2.4.1 Spiritual/Theological values  
The spiritual or theological values are a core category highlighted more in religious schools 
(Christian and Islamic schools) and less in public and private schools. In every Christian school 
there must be a Church as the symbol of divine tolerance and emancipation, just as a Mosque is a 
monument for the contemporary Islamic school. All these religious symbols depict the yearning 
by each denominational school to profoundly convey spiritual values in the learning process. 
These gestures eventually inform the philosophy of redemptive discipline in such religiously-
founded schools. Emmanuel Cardinal Nsubuga (cited in Sekamwa & Kasibante, 1985: i), 
Catholic Archbishop of Kampala Arch diocese, stated similarly: 
“Places of worship are the prima facie centres of divine hope, and 
dogmatic impressionism that lie at the heart of religiously-founded 
schools. This touching experience justifies the original intent for the 
founding of such schools. These schools were, historically, formed as 
hubs for evangelism, dogmatic expedition, and sacred education for the 
Africans”.  
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The basic doctrine of religiously founded schools is to support a universal evangelisation process 
manifested in different social stratifications like the use of the educational institution to propel 
this spiritual authenticity. Therefore, the religious mission in Ugandan schools is the formation 
of a whole human being who is God fearing, morally upright, having superior intellectual ability, 
equipped with skills and a religious witness. The religious school is not only an axis for learning 
but also a cradle for evangelization; laying emphasis on character formation through decisive 
value constructs and ethical anxieties, and striving to provide education to the poor and 
disadvantaged. In supporting this psychoanalysis, Ssekasanvu (2009:60) writes in the following 
memoir: 
“Religiously-founded schools, whether Christian or Islamic, seem to have a 
similar creed and philosophy, which aims at propelling divine, moral and 
philanthropic egalitarianism, as the basis for life-long learning and liberal 
education. These schools, specifically, pronounce redemptive discipline, the 
preparation of men and women intellectually and for spiritual purposes in 
the life ahead”. 
 
From a philosophical viewpoint, the Islamic and Christian schools are strong advocates of 
spiritual values because both denominational schools want to support learning through 
redemptive discipline. They aim at passing on spiritual values to the entire educational process 
because they exorcise that values are rooted in the divine construct of education where learners 
must be fine, Godly, and pious (Kasibante, 2001:98). When the researcher perused through the 
code of conduct of school A (Catholic School), the introduction of the code of conduct was thus: 
“This is a Christian school where every learner must respect every 
Christian practice that goes on in the school. In this school, we believe that 
God is in our midst in whatever we do and also plan to do in future (School 
code of conduct, 2000)”.   
 
In addition, rule number 6 emphasizes the introduction to the rules and regulations in School A: 
“Rule no.6: Every learner must wake up at 6.00 a.m. and prepare to go 
for Mass before embarking on anything else in the day. Failure to go for 
Mass would lead to automatic dismissal from the school (School code of 
conduct, 2000).” 
 
However, the fundamental difference between Christian and Islamic faith-based schools and 
their SGBs is in the customs, rituals and practices adopted to promote the divine intercession in 
the schooling process. For example the Islamic faith-based school subscribes to the message of 
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Islam as taught by the Prophet Muhammad, as the basis upon which the linkage between spiritual 
and moral values is permeated into the disciplinary process. The Christian-based school focuses 
on the Messianic hope manifested in the person of Jesus Christ as the true path to positive 
discipline and citizenship.  
 
Spirituality was critically observed as the embrace of the type of education and discipline that is 
conveyed in Christian and Islamic schools. It is the strongest identity, through which religious 
school founders would get assured of being in control of the school ethos and the learners’ 
behavioural pattern. It was documented that spiritual values are passed onto the learners through 
daily but obligatory prayers and divine activities like Bible reading, Qur’an recitation and 
interpretation, spiritual direction, spiritual counselling and guidance, and spiritual classes given 
on particular days of the week. Nsereko (2001:65) remarks that spiritual programs are desirable 
in religiously founded schools, as a medium for continued emancipation of the young people. He 
points out in his own words, Nsereko (2001:65) remarked: 
“Youth is the age of hope, promise and enthusiasm, and of plans and 
ideas. Youth must be empowered throughout their Christian formation, by 
emphasizing the divine will. Prayers and other spiritual activities is an 
important programme of growth on their part”.  
 
The Christian schools in Kampala district have also been quite fundamental in centralizing the 
role of the catechist in spiritual values integration into school discipline. The catechist forms part 
of the greater spiritual reformist agenda for such schools. A catechist is a lay-person who assists 
the priest in playing roles of spiritual conversion and preservation. Waliggo and Kasibante 
(1985:27) provide a chronological account of the role of catechists in church founded schools in 
Uganda, they argue that: 
“Right from 1877-1925, Christian education in Uganda was set on the 
mission catechumenate. The catechist occupied a vital role within 
Christian education and learners’ discipline. He was concerned with the 
age of conversion and consolidation of the faith. From 1925-1950s, the 
age of providing basic education to children implied the stress on the 
sons of chiefs where teacher training institutes were constructed side by 
side with catechist training centres. Catechists worked hand in hand with 
educators to impart spiritual values and the chaplain and diocesan 
education secretary became powerful figures in the Church schools”.  
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However the integration of values into school discipline within each denominational school is 
unique to a particular founding religious creed. Catholic schools for example have a regular 
spiritual Eucharistic celebration by the community of believers, and the strict observance of the 
Roman Catholic liturgy and dogma are vital impressions for the transmission of theological 
values in a Catholic school, or a particular Catholic community within a school. Kasibante 
(2002:13) provides a report on Catholic education in Kampala Archdiocese and summarizes 
some principles of Catholic Education: 
“In the transaction of our educational duties, the diocesan education office 
would appear appropriate to start with these as model ways through which 
educators could optimally integrate Christian values into schooling: 
1. Parents have both the obligation and the right to educate their 
children to pass on the primary values from home. They have also the 
duty and the right to choose those schools which, in their local 
circumstances, can promote the Catholic ideals with the church law. 
2. The Church has in a special way the duty and the right of educating 
and emphasizing moral values, for it has a definite mission of helping 
all to arrive at the fullness of Christian life. Pastors have a duty of 
making all possible arrangements so that all the faithful may avail 
themselves of a Catholic education. 
3. Education must pay regard to the formation of the whole person, 
spiritually and academically. Children and young persons are 
therefore to be cared for in such a way that their physical, moral and 
intellectual talents may develop in a harmonious manner, so that they 
may attain a greater sense of responsibility and a right use of freedom, 
and be formed to take an active part in social life. 
4. Formation and education in Catholic schools must be based on the 
principles of Catholic doctrine and the educators must be outstanding 
in true doctrine and uprightness of life”. 
 
The need to infuse strong spiritual values in Christian-founded schools in Uganda is supported 
by two vital historical arguments. First in its work of universal evangelisation, in the 1950s the 
Church began to realize the importance of education for children of ordinary folks just as they 
did for the sons and daughters of chiefs. The extension of religiosity to the ordinary people 
created a gap in evangelism as it paved way for greater ministry in schools intended to 
incorporate spiritual values. Waliggo and Kasibante (1985:11) indicate that: 
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“High schools were built in many Christian parishes but without 
sufficient organization and trained personnel. During this very period, 
the ideas of nationalizing schools began to circulate in Uganda, hence 
the dire need to infuse strong spiritual values” 
 
Within the framework of Anglican-faith based schools on another extreme, biblical lessons and 
divine services are of paramount importance to the process of effectual integration of spiritual 
values-education. Since 1981, the diocesan education office of the Anglican Church in Kampala 
set definitive objectives for promoting integral education and discipline. Pastors, parents and the 
community were solely obliged to participate in passing on values through formal schooling. The 
objectives are to restore the role of the Anglican education office in school development 
especially ensuring the moral development of learners, revival of the role and impact of the 
Anglican church in schools, deployment of competent personnel in schools as principals, 
educators and board of governors or school management committee members, assist parents to 
deepen their understanding and appreciation of their duties and rights in promotion of values-
based education by giving them an opportunity to participate in the running of the Church 
founded schools and facilitate the formation of Parent-Teachers’ Associations (PTAs), which are 
keen at ensuring that the school curriculum embodies basic values. 
 
In the Muslim schools, spiritual values were emphasized in order to promote positive education. 
The resemblance between Christian and Muslim philosophies of education development is in 
their common emphasis on spiritual values, although the practice and rituals used differ. 
Kulumba (2004:15) remarks that:  
“According to the idea of brotherhood among the Muslim, the process 
through which spiritual values are highlighted is referred to as “Da’wa”. 
The ultimate goals of Muslim education and spirituality are that real 
happiness and peace can be found in submitting to the commands of the 
Creator and the Sustainer of this world. God has said, “Truly, in 
remembering God do hearts find rest (Qur’an, 13:28)”. Islamic schools 
have all along stressed strong Islamic principles and spirituality in 
education as a way of preparing God fearing learners”. 
 
Religiously founded schools are looked at as the foundation for positive discipline when they 
stress spiritual growth of the learners. Missionaries put their time, money and energy to build and 
maintain Christian schools so as to use them to integrate spiritual virtues as a glowing tribute to 
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the building of positive discipline (Mukasa, 2005:8). Waliggo and Kasibante (1985:5) write that 
the Catholic Bishop Hensley, as Papal delegate to East Africa (1920-1929), was always 
definitive on education without spiritual roots, as being baseless: 
“Whenever a decision is required to build a school, the Christian 
community should always begin this project with a passion to erect a church 
in the midst as the symbol for the sort of education that must be imparted”.  
 
The reasons to justify the above claim are numerous and apparent in the analysed documents. For 
instance a school founded on a religious basis creates the necessary conditions and space for 
favourable spiritual development of its learners, as the basis for its establishment. This is in 
consonance with what Bishop Shanahan of Eastern Nigeria discovered in 1910 that Christian 
schools are the symbol for religiosity in education. Christian schools are the best centres for 
evangelisation, shaping the discipline of learners, and for infusing values-based education.   
 
7.2.4.2 Moral values  
The integration of moral values in both Christian and Islamic schools in Uganda partly forms 
another cardinal grouping in archival data. The educators’ struggle to enhance moral values and 
impart them into learners is the essence of schooling. For example president Kasavubu of the 
former Zaire (currently the Democratic Republic of Congo) (cited in Mayanja, 2009:13) once 
remarked: 
“Education and discipline are the preserve of moral teaching. Without 
morals, without love for one’s neighbour, education can be harmful 
because it would lack what should constitute its very essence”.  
 
There is evidence to support the above claim. Ganstad (2002:5) for example argues that 
educators must be committed to facilitating the process and developing the skills people need to 
learn to live together in this world of violence and hopelessness. Much time and devotion must 
be given to empowering learners to consider their thoughts and actions in the context of the 
quality of moral actions. Educators must favour moral character and conduct where good 
behaviour must come first. Unless the moral character is trained, acquiring knowledge will only 
prove injurious. Knowledge is praiseworthy when it is coupled with ethical conduct and a 
virtuous character; otherwise it is a deadly poison, a frightful danger. Educators must impart 
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moral values into learners in order to enhance positive conduct.  Emphasis on moral conduct in 
schools helps learners and educators to act in a fully human way by teaching and encouraging 
learners to adjust their behavioural patterns as they align them with reputed social and moral 
standards. Kasibante (2001:99) argues, similarly: 
“The true sense of school discipline and moral development in Christian 
and Islamic schools rests upon examining the moral fabric in these faith-
based schools. Islamic schools, for example, stress decent dressing for 
female educators and learners as a manifestation of good moral values of 
conduct”.  
 
Religious schools in Uganda have also championed the promotion of moral values. For example 
in Islamic schools, Islam promotes modesty and seeks to eliminate bad vices and immorality in 
society. Islam sets the standards for decency for both men and women (Katende, 2005:15), 
through teaching that the consequence of immodesty fall not only on the individual but also on 
the society. Mulambuzi (2001:13) notes:  
“Religious schools cannot say that they are educating the child if they are 
not emphatic on moral codes. Such schools cooperate and offer the best 
only if they are obligated to monitor the moral structure of schooling”.   
 
The need to emphasize moral obligations throughout the schooling process is both the concern 
and preserve of the national objectives of education as reflected in the government 
memorandum. This is so because education is the adjoining factor where the moral development 
of learners must be replicated. The philosophy behind this argument is that the educational 
process stands to be the arbitrator for moral justice among learners. The Government White 
Paper (1993: x-xii) on education states that: 
“Education is the preserve for moral rehabilitation, and schools must 
therefore equip learners with values that make them (learners) be of 
integrity, be honest, and obedient citizens. Without the moral rehabilitation 
of learners, there will not be a physical rehabilitation of Uganda. 
Educators must therefore ensure that learners avoid what is evil and follow 
what is truly good, and this has to be carried out within the schooling 
process”.  
 
In order therefore to preserve the moral value system in Christian and Islamic schools, many 
school principals have designed their core values in line with what is morally acceptable. Several 
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school mottos clearly reflect evidence of moral conscience as the principle propelling instrument 
for positive school discipline. For example, the researcher found school mottos like:  
“Be known by good works and actions” and “Honesty is the key to 
success” (Anglican school). 
 “Seeking greater horizons in honest thoughts and actions” (Catholic 
school).  
 
Such school mottos are a clear expression of moral uprightness as a pillar of excellence in the 
Christian and Islamic schools. Key to the success of Christian and Islamic philosophies of 
education is to appreciate the importance of moral living as the basis for true liberal education. 
Education, thus, tries to develop and play a darning role for the human person to become a moral 
object of realism. Education and discipline aid human beings to transcend righteousness through 
positive living. Religiously founded schools believe firmly in the rudimentary and inalienable 
right of every human person to poses education and positive discipline reflecting on moral 
consciousness. The Uganda Catholic Episcopal Conference report (2006:51) quotes the Vatican 
Council II (1962-1965) on Christian education that: 
“Moral education is suited to the particular destiny of the individuals, as 
adapted to their ability, sex, national, and cultural traditions, and is 
conducive to fraternal relation in order to promote good conduct and a 
virtuous moral living”.  
 
Christian and Islamic schools in Uganda strongly integrate moral values in order to transform the 
youth into responsible citizens, which is the explanation why such schools make an effort to 
encourage a moral-base that fosters restorative justice, and keeps pace with the existing social 
order. The Uganda national goal of education VI, as stipulated in the Government White Paper 
(1993:6), resonates:  
“Promoting moral and ethical values such as honesty, sense of 
responsibility, integrity in the use of public funds and property, love 
for productive and constructive work and respect for those who 
labour to produce material, intellectual and social wealth”. 
 
Subsequent to the above national goal of education is the broad aim of education, “To inculcate 
moral, as well as ethical…values in the individual and to develop self-discipline, integrity, 
tolerance and human fellowship” (Government White Paper, 1993:7). The promotion of moral 
238 
 
values, such as honesty and a sense of responsibility, prepares learners for leadership in a 
deceptive country, and to be the touch-bearers in the campaign to restore the country’s lost 
values system. The Anglican Education Policy (2005:23) confirms that religiously-founded 
schools have been influential in the moral preparation of their learners, when this policy 
advocates for an education system that should prepare men and women for a life of service, 
through maintaining morally acclaimed value systems.  
 
7.2.4.3 Aesthetic values  
All School Governing Bodies (Religiously founded, public and private schools) promote and 
inculcate aesthetic values in learners. Through promoting aesthetic values in schools, learners are 
encouraged to be productive, creative, must possess talents, and possess a love for beauty and 
excellence in any progressive education system. Aesthetic values build a sense of leadership in 
learners where the concern would be on tapping learners’ ability to communicate and for 
personal development. Mazinga (2001:8) writes, in part: 
“Offering true and balanced education rotates around the development of 
creative potentialities in a classroom; where the pedagogy, educators and 
learners are part and parcel of the equation”. 
 
The above comment by Mazinga (2001) helps to foment a generation of inventive, innovative, 
astute and assiduous leaders of tomorrow.  In many schools in Uganda, learners are thus deeply 
encouraged to initiate developmental projects, join drama clubs, become play rights and actors, 
do creative art and design and read fiction and literature. In support of this programme of 
developing aesthetic values in learners, Sekamwa (2006:52) argues that: 
“Role play, as an aesthetic advance, is carried out in Ugandan schools in 
order to encourage young people to examine, question, articulate, reflect, 
brainstorm, and problem solve interpersonal relationship issues as they 
prepare for citizenship. The focus is to enable young teens to identify their 
creative values, dramatize values situations from their lives and ask 
themselves if there was congruence between what they said and what they 
do in school as a creative project”. 
 
The exploration of the potential aesthetic abilities of many learners is to develop better 
entrepreneurial and communication abilities of the learners. Mbuga (2002:14) remarks that the 
school administration must encourage learners to participate in creative building activities such 
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as public speaking sessions and leadership programmes like campaigning for a prefectorate 
office in the school, and the compulsory involvement in co-curricular activities as a singular 
programme for nurturing learners’ ingenious potentials. Likewise, a school counsellor’s report 
(2003) reported this: 
“In order to consolidate what the school offers learners in terms of moral 
instructions, there is need to emphasize leadership, communication and 
participation in school activities as the basis of forming an all-round 
learner” 
 
It can also be argued that aesthetic values offer learners the ability to think creatively and 
independently as part of the educational process. Through encouraging learner-centred teaching, 
educators aim at developing learners aesthetic competencies. The pedagogy must offer 
knowledge and also train learners to think effectively.  However the encouragement of learner-
centred study is, unfortunately, limited to some category of schools and the exception of others. 
The majority of schools, today, have zeroed onto teacher-centred learning methodologies in 
order to coach learners into what is examinable. Baziwane (1995:12) once remarked similarly:  
“Teacher-centred learning in all schools is highly encouraged in lieu of 
coaching learners for the pending national examinations. Modern schools, 
especially the more private-ones, would economically survive only if 
learners are highly passing national examinations to go to another level in 
the educational ladder. Education is becoming more competitive that it 
requires the strict and close observance of the learner’s classroom work, 
and, if need be spoon-feeding this learner to cope with the standards of the 
national examining body”.  
 
7.2.4.4 Social values  
The incorporation of social values into school discipline provides learners with life principles 
required to aid them in their afterlife and to safeguard them from evil tendencies that might deter 
their progress. Social values are sometimes safe guarded by the schools’ rules and regulations. 
Rules, laws and regulations, when critically observed in most of the schools the investigator 
visited around Kampala district, highlight the safe-guarding of social order as a cultural 
obligation. “Observe maximum silence in all important gatherings”, was a common 
nomenclature in most school codes of conduct, “respect your superiors, be it prefects, educators, 
administrators and support staff” was yet another very important rule of the thumb that cut 
across many rules and regulations of those schools the researcher got in touch with. The 
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Government White Paper (1993:7-8) on education stipulates several social values which are the 
mainstays that contribute to the social and economic expansion of society and are part of the 
goals of national development. Social values point to education for social transformation in 
preparation of young people for social survival. Social values are emphasized in all schools and 
SGBs because they define the essence of citizenship. The Government White Paper (1993:22) 
documents these social transformational requisites for the youth:  
1. To enable young people to apply their knowledge and energies to real social problems to 
make concrete contribution to social and national development. 
2. To promote a national feeling of identity and social equality, and to enable the youth to 
come to grips with practical social problems of development.  
3. To establish a functional relationship between schools and the world of work.  
4. To enable the youth [in schools] to acquire social skills and knowledge with a view of 
contributing to national development. 
 
However, the missing link here may still be that in many schools social values seem to be 
neglected. The end result is producing learned products that have no social etiquette. It is, 
therefore, the role of school management to support social transformation by promoting social 
values that help to mobilize the youth, and at the same time, enable youth to contribute towards 
the production of facilities that will be needed in social transformation. To enable youth fit 
beneficially in society, and to prevent youth from getting alienated from the community factor. 
In some schools, some periods are set aside the school calendar to organize community 
outreaches that include debates, social gatherings and public drama groups. However, many of 
these community outreaches target specific social issues that permit public awareness of the 
social evils or social benefits associated. The aim of the social outreaches is to enable the youth 
develop a social attitude and togetherness in relation to their peers and acknowledge that 
protection of life is of paramount importance in education development. 
 
7.2.4.5 Universal values  
It is the obligation of every school to promote universal/life values and/or civic values without 
fear or favour. The government of Uganda endorses the national goals of development as the 
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basis for projecting these universal/civic values in the school structure, but also looks at 
democratic education as the pillar for building positive citizenship and patriotism. The same 
Government of Uganda fully endorses the making of basic education available to all citizens 
irrespective of their age, sex, religion, or region to which they belong as a democratic gesture. 
All the different school governing structures must bear true allegiance to the all-embracing 
national education goals as a sign of the promotion of universal/civic values. The Government 
White Paper (1993:6) stipulates the national goals of education as thus: 
1. Forging national unity and harmony between various ethnic groups, social integration of 
the elite with masses, evolution of common national identities, removal of regional 
imbalances and economic disparities, and the democratic establishment of a central 
authority. 
2. Evolving democratic institutions and practices in society for political conscientization 
and sensitization of all the people and ensuring the effective purposeful participation in 
organizing social service programmes, preventing individuals from imposing dictatorship 
and tyranny on society, or promoting their sectarian interests; and, therefore, enabling 
people to plan, manage and administer their own community and national affairs. 
3. Guaranteeing fundamental human rights which includes the provision of shelter, clothing, 
adequate nutritious food, education,  health care, freedom of expression and 
communication, the citizens’ right to property and to control adequately and benefit from 
the products of their labour; elimination of lawlessness, ensuring personal security, and 
rule of law for all citizens. 
4. Creating national wealth refers to the development of an independent national economy 
and thereby improving the quality of life of the people. It would involve the development 
of appropriate and trained manpower with productive skills required for economic 
development, and developing the national economy in an integrated and self-sustaining 
manner. 
5. Upholding and maintenance of national independence and patriotic feeling which 
includes development of a sense of love for all citizens, and a feeling of patriotism in the 
citizens as well as a readiness to make sacrifices in defence of Uganda’s unity and 
sovereignty. Government adds and emphasizes that the meaning of “Patriotism” includes 
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the citizens’ unwavering allegiance and commitment to Uganda’s constitution and strong 
love and care for all fellow citizens; as well as an equally strong love for their country 
and solid commitment to the security of personal and public property, persons and the 
country, and selfless defence of Uganda. 
6. Promoting a feeling of humanitarianism and co-operation by promoting a fellow-feeling, 
and a concern for others, and the inculcation of a philosophy of working selflessly on a 
co-operative basis for the good of all rather than for narrow self-interests. 
 
The economic values are another set of those universal values equally imparted in learners as a 
conviction that it is through education that government will rejuvenate the economic arm of the 
country as its civic responsibility. Education creates avenues for the modernization of society 
where it [education] provides knowledge and skills needed in social transformation and provides 
a channel for wealth acquisition. Kamuhanda (1976:20) writes that after political independence 
in 1962, government’s sole aim was to nationalize education as a pillar for national development 
which offers economic transformation drives. The above arguments are concretized in the 
Government White Paper (1993:3) which reads, in part: 
“Government notes with keen interest that emphasis must be placed on the 
general recovery and rehabilitation of structures which had been damaged 
by the war and civil strife (between 1979-1985) through the development of 
the manpower skills that will help bring back recovery. The consequence of 
this veto has been the establishment of Universal Primary and Secondary 
Education”.  
 
There is currently a general reckoning that universalization of education is the roadmap to 
building an all-inclusive education in Uganda. The role and persistence of government to the 
promotion of universal education seeks to reconsider the fact that the production of a highly 
skilled manpower and citizen population are a significant component of poverty reduction. 
Universal values, like the economic values, are meant to enhance social productivity and positive 
social transformation. A Ugandan school is mandated therefore to train learners who are self-
sufficient and can contribute to national development and economic recovery efforts through the 
type of formal education they get. All schools, religious, public and private, are obligated to 
propel this philosophy as one of the major factors for socio-economic modernization.  
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7.3 Interpretation of document data: new findings 
The data from documents was interpreted using inductive analysis (Thomas, 2006), in order to 
derive new concepts, lessons, philosophical implications and theory development (Duncan, 
Cloutier, & Bailey, 2007:299) as the basis for reporting on new knowledge.  The researcher 
logically derived the following bases of new knowledge: 
a) In an attempt to define school discipline, there are conflicting debates on whether formal 
education in Uganda should underline either secular (atheist) or religious (theist) values, as 
the basis of positive discipline and lifelong learning. The philosophical implication of this is 
that management of learners’ discipline in Ugandan schools today need to take an objective 
ethical standpoint where both secularism and religiosity are complementing each other 
(Iliescu, 2010:15). For example, the religious values help to construct self-correction and 
empathy while the secular values mould the intellectual and citizenship-based dichotomy in 
learners, because both theism and antitheism paint a more multi-cultural centred school 
paradigm. Therefore, the learning of science and religion complement each other in defining 
a holistic education process.  
b) Because schools exist in a pluralist environment where behaviour may be shaped by diverse 
cultural philosophies, education tends to broadly refine values to be relative human choices. 
Therefore the concept of values, in the Ugandan school setting, is pegged on the reality that 
formal education becomes instrumental in pronouncing a set of multiple values (relativism) 
other than a single value (absolutism), because all values supplement one another in the 
ethical development of learners.  
 
c) At a political and policy level, the optimal integration of values into management of learners’ 
discipline requires the implementation of the principle of subsidiarity where denominational 
school founders complement government efforts in formal education development in 
Uganda. This implies that for positive discipline to manifest in schools, government through 
the nationalisation of schools, cannot water down the role of missionary educators and the 
foundation bodies.  
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d) At a management level, the integration of values into management of school discipline 
delineates the need for Professional Learning Communities (PLCs) where there is collective 
ownership of activities and decisions, relating to behaviour modification, emanating from 
different educational stakeholder roles. PLCs define the basis for collective educational 
responsibility and collegial leadership as far as managing learners’ discipline is concerned.  
 
e) Management of learners’ discipline in contemporary Ugandan schools is beyond mere focus 
on character education; it embraces the pluralist paradigm because of two arguments: 
i. Educators are dealing with learners from multi-cultural backgrounds. Therefore, there 
is need to understand the dimensions surrounding the learners’ neighbourhoods and 
values nurtured during early childhood.  
ii. The formal school is cast in a freewheeling society where knowledge and science is 
dependent of reason other than conservative blind obedience. Therefore, educators are 
free to choose either to impart values using moral instruction or using secular 
strategies like academic instruction and political indoctrination.  
f) The core theme that runs through the analysis of the status quo of values integration into 
school discipline in Uganda is the promotion of an inclusive education. The model of 
inclusive education could be, practically, offered through a systems theory perspective 
where:  
i. The inputs are: 1) a set of values (Universal, moral, spiritual, academic, social, 
individual, and cultural values) and 2) stakeholders that impart the values (the 
educator, the SGB, government, the missionary educator, the home and community).  
ii. The process is: 1) the stages of human growth and development (the home and school 
providing early childhood and adult education, as well as the stages in schooling), 2) 
modes of imparting values (the curriculum, code of conduct, retributive and 
restorative justice) and 3) professional educators (with lived experiences and 
professionalism).  
iii. The output is: 1) inclusive education (to form an intelligent, all-round, creative and 
morally up right learner), 2) secular, moral and spiritual growth of learners, 3) 
citizenship education and 4) patriotism as well as 5) lifelong learning.  
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Fig 6: The systems approach to building an inclusive education 
                                     
Source: based on the systems theory but modified by the researcher 
 
7.4 Conclusion 
This chapter has examined the state of values integration into school discipline in Ugandan 
schools through analysing documented data. Several educational stakeholders are important in 
education development in Uganda. These stakeholders are: the SGB, educators, the community, 
the missionary educator and government. There are also various values espoused by various 
categories of schools.  According to data from dissertations and theses, educators are important 
in child education, where their professional competence and experience determines the process 
of values integration. More so, the socialization process is a cardinal pillar in integrating values 
into school discipline. The chapter ends by placing the concepts of school discipline, values and 
the integration of values into school discipline in Uganda within a theory of inclusive education 
as the core category.  
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CHAPTER EIGHT 
 
ANALYSIS AND INTERPRETATION OF DATA FROM EMPIRICAL RESEARCH: 
JUSTIFICATION, AVENUES AND CHALLENGES OF VALUES 
INTEGRATION INTO SCHOOL DISCIPLINE 
8.1  Introduction 
This chapter presents participants‟ views on whether values should be included in learners‟ 
discipline in the sampled schools. The chapter also explores the avenues used to optimally 
integrate values into learners‟ discipline and the embedded challenges. The analysis and 
interpretation is done using grounded theory by Strauss and Corbin (1990) in order to identify 
the core theoretical standpoints in the transcripts so as to inform model building. The chapter 
ends with a conclusion.  
 
8.2 The practical use of grounded theory 
 
Strauss and Corbin‟s (1990) approach to grounded theory was used to analyse the empirical data 
on the status quo of values integration in school discipline. Three aspects of the coding system 
were adopted as the basis of the data analysis, and these were: open, axial and selective coding.  
 
8.2.1  Use of open coding 
Open coding was used as an initial coding method to analyse the various transcripts of 
documented and empirical data. Open coding is the process of assigning labels to data for 
purpose of identifying categories, properties and dimensions. A category is a classification, 
grouping and label from data acquired through underlining meanings, facts and arguments in the 
data. A property is an attribute of a category. It is a sub-category describing the category, while a 
dimension is a measurement of properties or attributes of a category (Strauss & Corbin, 
1998:117).  In this chapter, properties were the varied arguments or facts deduced from 
participant transcripts of empirical data, and transcripts of secondary data from archives and 
libraries. The category was the higher property or attribute deduced from a classification of 
properties.  It was the central point or new knowledge gained to confirm existing knowledge 
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described by the properties or attributes the researcher underlined in the data by circling, 
underlining or labelling the data (Sengstock, 2009:85). Therefore with open coding, the 
researcher did the following: 
a) The researcher listened to information from the audio recordings from interviews and 
FGIs and typed it into transcripts.  
 
b) He then studied the transcripts with a view to underline key meanings, in relation to the 
elements of his own distilled definitions of school discipline, values and their integration. 
The labels that emerged in this way were the sub-categories of the first step in data 
analysis.  
 
c) He then further considered the relationship between these sub-categories or labels to 
deduce a single category known as a higher category.  
 
d) The sub-categories deduced from the data later became the properties and dimensions of 
the higher category, which became the new knowledge.   
 
8.2.2  Use of axial coding 
 
Axial coding was the next step in the coding/analysis stage using grounded theory. Axial coding 
was used to re-assemble data that was fractured (and labelled) during open coding (Strauss & 
Corbin, 1998:124). Axial coding aims to develop consequential sub-categories (deduced out of 
the core category that emerged through open coding). In this study, the researcher used Scott‟s 
(2004) Conditional Relationship Guide (CRG) to assist in the development of the causes (why), 
course (how), and consequences (effects) from the core categories and sub-categories of the data 
(See table 8 in section 8.6.3). The CRG is based on Strauss and Corbin‟s (1998) questions: “how 
does something happen”, “why does it happen”, and “what are the consequences of it 
happening”. In other words, axial coding was used to acquire “logical support data and 
observations to the analysis”. The Conditional Relationship Guide was, therefore, used as an aid 
to locate those conditions that explained the linkages in the codes and the clustering process. In 
this chapter, axial coding was practically done as follows:  
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a) After identifying the core categories using open coding, a CRG was used to ascertain 
how certain conditions in the category happen, why they happen and the consequences 
for them happening.  
 
a) The properties and dimensions of the category were developed using the Reflective 
Coding Matrix (See figure 8 in section 8.4). Then clustering (relationships) of the 
categories, sub-categories, properties and dimensions identified was done to come up 
with an analytical story.  
 
b) The interactions between sub-categories produced a basic social problem (cause) and 
resulted in the identification of expectations (consequences). 
 
 
8.2.3 Use of selective coding 
 
Selective coding was also adopted mainly as the final analysis stage of the grounded theory 
process. It was used in the stage of interpreting the analysed data (Sengstock, 2009:183) and 
during theory development in chapter ten, because it is the process of integrating and refining the 
theory (Strauss & Corbin 1998:143). It involves the identification of the “core” categories from 
which the theory emerged (Strauss & Corbin 1998:145). In this chapter, core categories emerged 
during the interpretation stage. Again core categories emerged in chapter ten during the process 
of identifying the metaphorical pillars on which the theory rests. The core category is central 
with all other categories, subsequently, becoming sub-categories and frequently appearing in the 
data. It is reached through inductive analysis. Selective coding, for this study, aimed at 
ascertaining theoretical sensitivity of the data at different stages of the analysis (Strauss & 
Corbin, 1998:122). Theoretical sensitivity is meant to inform model building. Practically for 
selective coding, the researcher did the following: 
a) He critically studied all sub-categories developed through open and axial coding to distil 
a theoretical lens of those issues that were relevant to formulating a theoretical pattern in 
the data.  
b) Using inductive analysis, he came up with interpretations, lessons, implications and 
theoretical conclusions from the issues that aided the theoretical conceptualization of the 
data.  
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c) The linkage between these interpretations, lessons, implications and conclusions served 
as the ultimate core category or theoretical sensitivity of the study. Secondly, the ultimate 
core category somehow appeared in all of the interviews to some extent. This allowed for 
a logical and consistent explanation of what was occurring (Strauss & Corbin 1998). 
 
 
8.3 Background information for the sampled schools 
 
The natural setting or universe for this study was schools in Kampala district, as the unit of 
analysis where data on participants‟ voices was gathered. Kampala district is the capital city of 
Uganda. The six selected schools were primary and secondary schools, categorized into public 
(government), private and religious schools. The justification of choosing public, private and 
religious schools as the area of study is that these categories play an important role in the 
development of Uganda‟s formal education since colonial times. Therefore, the researcher 
expected to collect credible data for the study based on this framework (See table 7).  
 
Table 7: Justification of the categories of schools used for the study 
No. Category Justification 
1. Public schools  Based on the findings and recommendations of professor 
Castle‟s report on education that formed the basis of the 1963 
Educational Act of Uganda, it was resolved that government 
takes over education management and control in the entire 
country.  
 The missionaries lost their schools under the control of the 
government. This was the origin of public (Government) 
schools. 
2. Private schools  Private schools started operating in the 1930s. A few African 
educators rebelled against the British colonialists on what they 
called political indoctrination in schools, and decided to set up 
their own private schools mainly to impart African values 
(Sekamwa, 2000). 
3. Religiously-founded 
schools 
 The Christian missionaries were the first to set up formal 
schools in Uganda from 1877 onwards. In these schools, they 
gave knowledge, skills and spread Christianity.  
 The Muslims were initially suspicious of the Christianisation 
threat in Missionary schools; but in the 1940s they felt 
confident enough to use western style schools to spread Islam.   
Source: Sekamwa (2000b) history of educational development in Uganda 
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The history surrounding each category of schools in the table above serves as a strong point 
when defining the growth, pattern and development of education in Uganda.  What each category 
pronounces as its philosophy would serve as the basis for understanding which values it brings 
forward. It is also assumed that each category of schools could represent particular values 
depending on its founding creed.  
 
8.3.1 General observations 
 
Most educators interviewed had three years‟ teaching experience and above. Educators with five 
years‟ experience and above had an educational life characterized by harsh treatment. Their 
educators used to flog them whenever they misbehaved. Corporal punishment during their days 
was not yet condemned. Therefore, some of them were bitter about the abolition of corporal 
punishment in schools. They used to say that because learners are hardly punished in this form 
(corporal punishment); schools can hardly enforce positive discipline and values. However, table 
2 in chapter six shows the sample size and selection. In this table 2, the six schools are 
categorised into religiously founded, public and private schools. 
 
 
8.3.2 Religiously-founded schools 
 
School A is a catholic secondary school, established on deep Catholic foundations and creed. It 
belongs to the Arch diocese of Kampala and has a Chaplain who doubles as counsellor and 
religious minister. Daily prayers and religious service are deeply emphasized as one of the 
fundamental dogmas of the Catholic Church. One of the spectacular core doctrines in this school, 
and in other Christian schools, is that educators who spend more than five years in school must 
get married. Marriage is an emphasis on religious values. Finally, the school‟s School Governing 
Body is chosen by the Archdiocesan Education Secretariat on behalf of the local community.  Its 
role is to promote Christian values on top of promoting academic, aesthetic and other values. 
 
School B is an Islamic primary school established on Islamic principles.  The founders are 
Muslim and it legally belongs to the Uganda Muslim Education Association (UMEA). On top of 
that, there is an Imam who presides over religious activities like daily prayers.  There is also an 
Islamic Madrasah (A Koran/Qur‟an School) to teach the learners Islamic principles and the 
Qur‟an.  Majority of the learners in this school are of Muslim descent, partly because the parents 
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of children of other faiths fear to put their children in this school because they might be turned 
into Muslims. Some parents that belong to other faith groups that have children in this Islamic 
school caution the educators in the Islamic school not to turn their children into Muslims.  
Sometimes children are taken by their parents to be so stubborn are brought to such a school to 
be corrected. 
 
8.3.3 Public schools 
 
School C is an Anglican secondary school. Although it is under the management of government, 
its foundation body is Anglican.  It has an Anglican Chaplain who resides over religious 
activities in the school. The School Governing Body (SGB) is chosen by the Central government 
through the Ministry of Education and Sports, but the majority of the members of the SGB are 
Anglican. However, the school enrolment is not restricted to Anglicans learners only. There also 
children of other faith groups and each of the faith groups in the school is accepted to have a day 
for prayer.  Educators are not only Anglican but of mixed faiths. It is the government that 
transferred them to work in the school. At one time, a Muslim principal was sent to manage this 
school and the parents through the Parent Teachers‟ Association (PTA) resisted him out rightly. 
They carried placards in protest.  However, common religious festivals for the school must be 
attended by all learners and educators irrespective of denomination. 
 
School D is a public primary school that is purely secular, and is currently under the Universal 
Primary Education Programme (UPE). The Universal Primary Education Programme is a 
government policy of massive free education to all that could not afford education. This policy 
was implemented in 1997 with the aim of reducing illiteracy levels in the country as the route to 
economic and social development. However, the school was built during the colonial period; the 
school belonged to the Asians until 1973. When President Idi Amin of Uganda (1971-1979) 
expelled the Asians and other Europeans in 1973, the school was taken over by government.  It 
could be categorized as a purely secular school. 
 
8.3.4 Private schools 
 
School E (secondary) and School F (primary) are privately owned. In the 1990s, the government 
of Uganda adopted the Structural Adjustment Programmes (SAPs) as some of the Economic 
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Recovery Programmes (ERPs). In these SAPs, privatization became one of the instrumental 
economic paths. Individuals were allowed to set up their own private schools as and contribute to 
the economic development of the country in this way. Private schools aim to provide quality 
education in order to attract increased enrolment of learners, and thereby maximize profits.  
These schools target learners from all faiths, even though the founders will be from a particular 
religious denomination.  
 
 
8.4 Data analysis: Should values be incorporated into school discipline? 
 
Traditional methods of disciplining learners are challenged by new approaches to discipline in 
the new democratic society (Van Wyk, 2001a:86). A number of studies have been undertaken on 
the management of school discipline (Genza, 2008; Mohapi, 2007; Mukhumo, 2002) but none of 
these studies has considered the possibility of integrating values into management of school 
discipline. Taking a closer look at this, the experiences of participants, of whether or not values 
should be incorporated into schools discipline, are numerous and conflicting. Using personal 
interviews and Focus Group Interviews (FGIs), such a question required first-hand opinions from 
people in schools. Personal interviews were conducted on principals, counsellors and educators. 
FGIs were conducted on learners, educators and prefects. The data gathered from personal 
interviews and Focus Group Interviews was typed into transcripts. Using grounded theory, the 
compiled transcripts were analysed using open and axial coding. The question, “should values be 
incorporated or integrated into school discipline?” attracted both supporting (justification) and 
opposing views from participants in schools. These different views reflected the variations in 
people‟s constructs depending on their different experiences and backgrounds.  
 
 
8.4.1 Justification for the incorporation of values into school discipline 
 
When analysing empirical data justifying the incorporation or integration of values into school 
discipline, the researcher came up with the following initial codes/labels, descriptions, 
properties, sub-categories, and dimensions using open coding: 
 
a) Forming respectable future leaders  
b) Maintain brotherhood and peace education 
c) Have tolerance to diverse views (democratic principles) 
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d) Have rich and relevant teaching and learning 
e) Lessen aggressiveness and misconduct  
f) Character formation 
The above codes were then raised to the higher category of “life-education”. 
 
 
Higher category:  Life-education  
 
After open coding of the empirical findings and observations from participants in schools, “life-
education” emerged as a higher category. Values should be integrated into management of 
school discipline because they emphasise life education. The term “life-education” was used to 
describe those aspects which emerged from participants‟ responses to the importance of 
incorporating values in schools. Figure 4 illustrates codes being raised to the higher category of 
“life-education”. 
Codes (Open coding) 
Forming respectable leaders of tomorrow  
Maintain brotherhood and peace education 
Have tolerance to diverse views (democratic principles)    LIFE-EDUCATION 
Have rich and relevant teaching and learning 
Lessen aggressiveness and misconduct  
Character formation 
Fig.7: Codes being raised to the higher category of „Life-education‟ 
 
The codes or labels that were deduced using open coding were: forming respectable leaders, 
maintaining brotherhood and peace education, having tolerance to diversity, have a rich and 
relevant curriculum, lessen aggressiveness and misconduct, and character formation. The issue of 
life-education was often raised by educators in the Focus Group Interviews (FGIs) to describe 
the end-result of imparting values in learners as obtained from participant views. Some educators 
described life education as problem-solving education. The following excerpt from an FGI 
conducted in “School A” details an educator‟s perceptions of life-education:  
“Schools are mandated to provide education that is focused on problem solving 
[life-education]. The ability to make rational judgment, appreciation of social 
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harmony, and respect of neighbour are virtues that are candidly bestowed upon 
learners to prepare them to confront life challenges. In order to ensure this, the 
right values must be selected and imparted in the learners (Group of educators in 
School A)”.  
 
Views about life-education were not only discerned from educators. Even principals had the 
same ideas. The following excerpt from a personal interview with a principal from School B still 
highlights life-education as the basic reason for learners‟ behavioural modification: 
“I have been an educator for over twenty years, and a principal for eight years, 
uhh…but I have all along looked at schools as formation centres. These schools 
mould character of all sorts of learners. This enables these learners to face life 
with zeal and courage for social transformation. The education we give is meant 
to make learners active and prosperous citizens---this is an education for life” 
(Personal interview with principal, School B).  
 
Even learners agreed with the view that values ensure lifelong learning. Most of them [learners] 
indicate that through the school curriculum and the daily interaction with their educators, they 
are enabled to prepare for life‟s challenges. The educator prepares the sort of knowledge that will 
positively transform the learners into responsible professionals and citizens. For example, when 
learners are introduced to history or political education as disciplines in the curriculum, they 
[learners] acquire a series of skills and knowledge that will enable them to interpret life 
rationally and act with strong principles and convictions. This interpretation is supplemented 
with words extracted from one of the FGIs of a few learners in School E. This school was a 
secondary school: 
“The disciplines we study provide knowledge and skills that prepare us to change 
society for the good. Therefore, each of these disciplines has the core values that 
facilitate skills development and knowledge acquisition for social transformation. 
We strongly support [ululations] our school administrators and encourage them 
to identify what is suitable for us to be better off in future….the right values”. 
 
 
Life-education has a number of properties and dimensions that are visually represented in a 
model form in Figure 8. The properties and dimensions are the subcategories raised during open 
coding of the transcripts.  
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Fig 8: Reflective Coding Matrix indicating properties and dimensions of “life-education” 
 
 
 
 
 
  
 
Source: Adopted from Scott‟s CRG 
Several properties of life-education were enlisted by the researcher during open coding and these 
are maintenance of leadership, brotherhood, tolerance, rich and relevant curriculum, lessening of 
misconduct and character formation. The properties have dimensions which indicate how each 
property is measured. These properties and dimensions are the justification for the incorporation 
of values into school discipline in Uganda. Each of these properties and dimensions are the sub-
categories of life-education that came out of the empirical findings and are categorically 
explained below: 
 
 
Sub-category 1: Leadership 
 
Maintenance of leadership was repeatedly expressed by educators, learners and administrators of 
schools as one of the cardinal values that are acquired in schools. Leadership is a sub-category, 
label or code for the higher category “life-education”. Forming respectable leaders of tomorrow 
was a common response in most transcripts analysed. Values such as leadership were looked at 
as elements that would equip learners with inner capabilities to positively influence society 
through leading in social change. For example, schools visited provide learners with platforms to 
participate in leadership when the learners elect their prefects, class monitors, and club 
chairpersons. This indicates that leadership must be nurtured right from the school premises and 
the educators must closely monitor the sorts of leaders coming up from such school interactions 
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in order to ensure that they are the right ones. In a personal interview with a principal in School 
A, she had this to say in support of the above: 
As schools…our interest is to see learners engaged in practical leadership. We 
facilitate their involvement in leadership through encouraging them to campaign 
for headship in different sections. This is done every year. Learners choose their 
prefects and head prefects through a ballot box. This encourages democratic 
principles” (Principal, School A) 
 
 
Leadership is a value that helps learners to build virtues like self-confidence and professionalism. 
For example, some prefects agreed that leadership instils in them a sense of proficiency in the 
way they handle their peers. Educators teach learners good leadership skills and when they 
participate in school leadership, they practically apply the skills learned so as to perfect their 
leadership abilities. Leadership skills could also be learnt through classroom instruction where 
knowledge and skills that could improve learners‟ competencies are exchanged. In an FGI with 
prefects in school D, the following was said by one of the prefects: 
“… You know Iam in this school because I expect my educators to provide 
me with knowledge to grow into a good leader. Leadership is earned 
through good instruction and direction by our mentors” (Participant 
prefect in School D). 
 
 
 
Through production of future leaders, schools aim at producing people who will spearhead the 
positive transformation of society. Therefore, imparting values education in schools and teaching 
processes is a sign of committed schools.  Some educators and principals further indicated that 
leadership is a value that it at times imparted in learners through mentorships and counselling.  
Not all learners may stand for leadership office in their schools. However, it is the duty of 
educators to provide leadership training by counselling and mentoring each and every learner in 
what is good leadership. In an interview with a school counsellor for School E, the above 
analysis was clearly elaborated as part of his submissions: 
“In trying to expose learners to counselling services, our aim is to develop 
their inherent leadership capacities to enable them [learners] live 
competently in „an exciting, diverse, increasingly uncertain and changing 
world” (Counsellor, School E) 
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Sub-category 2: Brotherhood 
 
Another common sub-category relating to the higher category life-education was that values 
maintain a spirit of brotherhood among learners. Some of the individual level values, like a 
feeling of concern for others and friendship may help to create a sense of brotherhood among 
learners. This is because there are values which impart in learners social skills and restorative 
practices in order to increase learner empowerment, and the application of such values to 
everyday behaviour and relationships. For example in some of the schools the researcher visited, 
a special day of sharing with colleagues was fixed in the school calendar every term. The 
intention of this day is to teach learners how to share the little they have with fellow brothers and 
sisters. Sometimes, school management makes arrangements for learners to visit some of the 
remand homes for physically and visually impaired children. In such visits, learners take presents 
to give to the vulnerable children as a sign of brotherhood and solidarity meant to instil a sense 
of love and sharing. Such an experience may impart in learners values that might not be learned 
in class but learned through practical experiences and moral examples. An educator in school C 
supplements in the following excerpt: 
“Apart from imparting volumes of knowledge into our children, our school has 
made it routine to fix a social-day-out for every learner. During this social-day-
out…. learners visit one of the remand homes in the town or suburbs of Kampala 
Metropolitan City basically to encourage the children (learners) to give some of 
what they have to the vulnerable children in these remand homes. This act 
exemplifies values put into practice (Educator, School C)” 
 
 
Eventually, a spirit of giving or sharing with the vulnerable people could possibly put a sense of 
patriotism in learners; a sense of love for one another and their country. Love for one‟s country 
means that one has a sense of love for everyone to the extent of sharing with every citizen. This 
view emanates from one of the FGIs conducted among educators in School F: 
“Learners are taught to love their country and to have a sense of sharing the little 
they have with others. This experience is geared towards nurturing people who 
can collectively realize that in Uganda and Africa, there are many people who go 
without basic necessities of life….It is the obligation of every patriotic person to 
share the little he or she has with such people, so that they can live a better life. 
As educators, we have tried to teach this value to our learners so as to make them 
become responsible citizens” (Educators, School F).   
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Sub-category 3:  Tolerance 
Tolerance for one another is another sub-category to life-education. It also featured in the 
participants‟ views justifying integration of values into schooling. When there is tolerance for 
one another, eventually submission comes about. In Ugandan schools, through values learners 
are taught to be submissive; simple and accommodative as the basis of wisdom. This was 
evidenced mostly in religiously founded schools where the educators emphasise that learners 
must be simple at heart and accommodative in order to build greater solidarity. Through teaching 
peace education, educators ensure that love and submission are engrained in the learning process. 
One educator in school B indicated that: 
“You cannot teach good religious virtues when learners are not submissive. 
They need first to accept simplicity in order to show them the importance of 
putting God first throughout their study period. Sometimes many of the 
misbehaviour we get as a school are due to the reason that learners are hard 
hearted. Now…as an educator, you need to remove this bad character out of the 
learner…..to shape a good citizen” (educator, school B).  
 
Participants noted that today‟s school is faced with pluralist challenges such as living in harmony 
with peers from diverse cultural backgrounds. With the East African Federation in place, learners 
from different parts of East Africa can join schools all over. However, the role of education is to 
build tolerance for diversity or cultures, ideology and feelings in order to promote universalism. 
The researcher visited one town secondary school with many inter-racial learners. After 
interacting with them, he noted that the school finds multi-culturalism as an important aspect of 
school life. Learners must learn to share and love peers of different cultural and racial 
backgrounds. The counsellor of school E had this to say:  
Tolerance in school education today…..must go beyond sharing. Our schools 
are populated with learners from different racial backgrounds. You know….. 
here we have many Somalis, Kenyans and Indians. Our learners must learn to 
live with them. On top of that some learners come from different parts of the 
country with diverse cultural practices.  
 
Similarly learning should teach brotherhood and tolerance of cultures. Education should also 
emphasise democratic feelings as a universal value. Gone are the days when schools in Uganda 
were attended by particular groups of people with a distinct social class. In order practically 
259 
 
focus on universalism and peace in the world, schools must teach learners to be tolerant and open 
minded. Educators from school F all agreed that it is necessary that the contemporary Ugandan 
school instructs learners to be tolerant. They had this to say: 
“In our schools we teach disciplines like history, economics and political 
education which impart in learners the knowledge of developing patriotic and 
universal feelings of brotherhood. Learners also become more…..peace lovers 
and democratic. Without tolerance it is hard to implement the aims of education 
(love, brotherhood, peace) as written in the Government White Paper, 1994”. 
 
Similarly, the principal of school E says that:  
“When schools teach universal and social values, learners eventually get a 
changed mind to be able to see the importance of social justice in the world. A 
lot of human carnage, corruption and inequality today are partly due to lack of 
social justice education”.  
 
Sub-category 4: Rich curriculum 
Participants also reported that values shape the curriculum offered to learners in order to provide 
positive citizenship education. Without values-based education the curriculum offered would be 
weak; lacking relevance to the needs of a learner in a global society. In missionary schools, many 
educators indicated that when European missionaries introduced formal schooling they wanted to 
offer an all-inclusive education relevant to the demands of society. They taught both academic 
disciplines and moral disciplines. The term “rich curriculum” emerged from the transcripts as a 
sub-category in response to participants‟ perceptions that the kind of curriculum offered in 
today‟s schools is very theoretical accounting for increased unemployment of the youth.  
Educators in school A show that there is need to revise the curriculum and impart in values that 
are socially demanded. One of the educators in school A had this to say: 
“Society is worried…much about the ever increasing rate of youth 
unemployment. After graduating from university…today it takes a graduand 
more than five years to acquire a stable job. So schools need to make learners 
all-round. Learners need to be self-sustaining….they have to learn vocational 
skills, life values such as leadership, hard work, and creativity”.  
 
The term “rich curriculum” was used to describe those school participants and incidents which 
were aimed at maintaining a school that teaches practical education through the curricular and 
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non-curricular aspects. This is aimed at socialising the learner into the world. Further analysis 
showed that the old colonial curriculum is eventually losing out when a learner spends many 
years in school but in the end fails to get a job or even create one for him/herself. School 
management advocates for a curriculum that aims at skilling learners. This curriculum must 
emphasise aesthetic (creativity) values, leadership and character as the basis on self-survival 
after school.  
 
Sub-category 5: Lessen misconduct and aggressiveness 
It is true that indiscipline is increasing in many contemporary schools. One of the schools the 
researcher visited was reported to have a history of indiscipline. Sitting at the back of one of the 
classes to observe whatever was going on during teaching, the researcher first noted that the 
educator-learner ratio of the class was big. The class had one hundred and two learners and one 
educator teaching mathematics. As the educator moved around the entire class marking the 
learners‟ exercises, some of the learners were busy playing in class. Some of the comments that 
emerged during teaching indicated that the class was rowdy: 
“We want to go out of the class to play….we are already tired!!” (A voice was 
recorded from one of the back-benchers). Another voice came out rudely, “we 
are bored. Let‟s stop studying” 
 
The above comments that came from unnoticed learners were an indication of an indisciplined 
class. One could argue that it is hard for a single educator to control an extremely large class 
especially during classroom sessions. In order to ensure control, participants thought that moral 
instructions must be emphasized by educators during class. Although many schools no longer 
use religious practices to mould the learners, it is important that efforts are resumed to encourage 
religious instructions in the school. In the end, moral up rightness will bring about positive 
character in learners. One counsellor in a catholic founded school said the following: 
“Schools are losing out on morals because there is no programme of 
spiritual development encouraged in most schools. In this school, we have 
trained learners to know that the fear of God is the love of wisdom….it is 
our school motto”.  
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Another educator in school B shows that: 
“In order to bring out good role models, schools should teach learners to 
respect one another and be honest. It is the educators when in class and on the 
school compound that are supposed to include in the instructional programme 
an element of moral values”. 
 
Because of the need to lessen misconduct of learners that might spoil the name of the school, 
most educators felt that there is need to use custodial disciplinary measures. Custodial measures 
like caning (corporal punishment) quickly impart the right values that learners should possess. 
This meant that educators found punishment as a very effective method of integrating values into 
learners. The majority of educators, however, only agreed to use this means of disciplining 
learners if it is only done with moderation. One educator in school D had this to say: 
“If one first explains to the offenders their cases, controls one‟s emotions and is 
impartial, the use of the cane saves time and transforms a learner within a short 
period of time”.  
 
Similarly, another participant educator from school F commented that: 
“Because of the importance of these values, it is necessary that the process of 
integration is very effective. Caning is very effective when it comes to instilling 
values into the learners. You only have to stand somewhere with a wooden 
paddle and see how hundreds of learners take off for fear of the cane” 
 
Also supporting caning, a principal in school A gave his personal experience by pointing out 
that: 
“Sometimes integration of values needs some harsh treatment. For learners to 
behave there must be strong deterrents such as a wooden paddle. The cane is 
very instrumental because of its threatening impact that is very effective. 
However, what makes it bad is the person handling it: otherwise, a cane has a 
lot of meaning” 
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8.4.2 Participant views opposing values integration into school discipline 
Although values are instrumental to educational progress in Uganda, some participants have 
opposed values integration into management of learners‟ behaviour. The higher category 
emerging from the voices of those participants opposing is “secular influences”.  
Codes (open coding) 
Disastrous knowledge  
Over emphasis of academic values                                           SECULAR INFLUENCE 
Learning bad vices  
Permissive practices 
Fig. 9: codes being raised to the higher category “secular influence” 
 
Sub-category 1:  Disastrous knowledge 
Today‟s Ugandan school exists amidst pluralist views some of which are disastrous to a learner. 
In order to address the demands of a pluralist society, educators and government have decided to 
promote secular education. However, not all values that are imparted into the learners through 
the secular education system are good. This makes the need to integrate values into school 
discipline a critical concern to schools. One counsellor in school B had this to say: 
“The kind of knowledge and science taught in some of our schools rather trains 
learners to become rebellious. When they get exposed to human rights values, 
learners develop a feeling that they are untouchables. School rebellions 
are….sometimes borne out of the learners feeling a sense of fighting for their 
rights”.  
 
There are also participants who thought that when schools over emphasize great learning and 
skills; they tend to neglect life values that emphasize decency, honesty and good deeds. On 
interrogating school participants on what they meant by decency, many responded that moral 
uprightness and leadership are the core elements of decency. For example, some knowledge may 
lack a degree of moral emphasis when it teaches injustice, murder and economic greed. A group 
of learners in school E observed as follows: 
“Some of the knowledge given to us expresses elements of greed and social 
injustice. In history for example, we learn about great leaders who succeeded 
through killing people, political manipulation and other vices” 
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Another learner (offering English literature) commented that literature is a subject that teaches a 
number of good and bad things. One of the things taught in literature is to interpret texts on bad 
social issues like deception, anger, dishonesty and cruelty. From a text, a writer conveys 
messages about bad practices. In her own words, she says: 
“Iam proud to be a literature student because the subject enables me to see 
things differently….Some of the learners could learn only bad things as hidden 
in the meaning of words…others appreciate that literature provides lessons of 
bad things which we should avoid”. 
 
These learners observe that sometimes knowledge acquired in schools might pass on the wrong 
human values. The same knowledge manipulates learners‟ behaviours when they get tempted to 
practice its wrong elements.  A learner in school C commented that: 
“Not all that we learn is really good for us. In fact, some of the knowledge and 
values make us rebellious to superiors. They are harmful if you are not careful”.  
 
On the other hand, schools are often used for indoctrination purposes. Sometimes, schools have 
over emphasized academic values at the expense of other key life values. Eventually, the whole 
education system tends to lose meaning when important values are downplayed or discarded. 
One educator from school F laments: 
“Schools offer a curriculum that is examination-centred. Consequently learners 
are forced to cram in order to pass to the next level. You hardly find schools 
engaging learners in activities like physical education and vocational activities. 
These are values that are being eroded from contemporary schools. A good 
school of today is one that academically passes learners…that is all!!”  
 
8.5 Data analysis: Avenues for optimal integration of values into school discipline  
 
The hallmark of an effectively functioning education institution is an effective system of 
discipline (Phatlane, 2001:6; Squelch, 2000:36). In schools where discipline is a problem, the 
culture of teaching and learning tends to move in a downward spiral (Lorgat, 2003:1). In order to 
deal with the problem of discipline, educators in Ugandan schools have devised the following 
avenues as a “fix-the-kid” approach and these are: physical punishment, restorative justice and 
collective stakeholder participation in school management. 
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8.5.1 Physical punishment of misbehaving learners (custodial discipline) 
 
One of the most vastly utilized methods of incorporating values into learners‟ discipline is the 
use of physical punishments. The most common types of physical punishments used in the 
sampled schools are flogging learners, slapping, giving of manual labour, telling learners to 
kneel down, suspensions and dismissals. During the interviews, the researcher discovered that in 
most schools the punishment of dismissal is reserved for “grave offenses” such as physical 
fighting, spending a night out without permission, stealing school property and taking alcohol.  
There are, however, conflicting views as to whether physical punishment is a good avenue for 
managing school discipline. Those who support physical punishment indicate that some children 
need to learn when pain is inflicted upon them. In this way, they learn to obey rules and work 
hard. On the other hand, there are those who oppose the use of physical punishment to control 
learners‟ discipline. They say that values cannot be flexibly integrated in a situation of excessive 
intimidation in the hope of impressing upon learners total sanctity.  
 
 
The participants who support the use of physical punishment in schools agreed that physical 
punishment of deviant learners was an effective and handy method of moulding learners‟ 
behaviour if only if it is used with moderation. One educator from school B stated that: 
“Some physical punishments, like caning, are backward but effective methods 
that really bear results. For example, caning may be minimized but not 
discouraged, as some learners understand only when they are caned hard”. 
 
 
Another educator from school D commented that: 
“Caning is not just effective but very effective (nodded with concern). You only 
have to stand somewhere with a stick and then see how hundreds of learners 
taking off to do what is right. The impact…..indeed they feel it immediately.” 
 
 
Also supporting physical punishment, a principal in school E gave his personal experience by 
point out that punishment deters any intentions to misbehave. He had this to say: 
“For learner to behave there must be strong deterrents such as physical 
infliction of pain. What moulded me was the cane; its threatening impact is very 
effective. But what makes it bad is the person handling it; otherwise, a stick has 
a lot of meaning.” 
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In another interview, another principal from school F expressed her regard for physical 
punishment by saying that: 
“I highly believe in physical punishment of wrong doers because I have received 
my former learners coming back saying, “Master, your beating and hard labour 
turned me into a responsible person”. 
 
 
Educators and school administrators have strongly defended the use of physical punishment (for 
example corporal punishment) because of its immediate positive effects. They think that it wrong 
for school to completely abolish its use because it remains a driver for positive compliance. A 
director of studies in school F was interviewed and he had this to say: 
“Today‟s society is morally lacking and we risk losing our young people if we 
do not take a strong step to protect our social and moral values. Therefore, 
when instilling morals we have to strictly be harsh. We need to ensure that there 
is no stone unturned that is why we need to use punitive measures when 
controlling the moral behaviours of our learners. We need to employ the carrot 
and stick policy in management of discipline”. 
 
The researcher‟s field observational notes gathered among educators in School E also depict 
characteristics of educators who are not ready to leave aside the use of physical punishment 
because it is, to them, an effective tool for moulding behaviour:  
“Here, the researcher observed quite distracted and dismayed faces of 
educators whenever a topic was put forward that learners should not be 
punitively punished. The uneasiness with which an issue on abolition of corporal 
punishment was brought could be expressed vividly in the moody tone of the 
eager participants. Most of them were highly conveying the soothing message 
that indeed the government should not have abolished caning. With a lot of 
annoyance, acrimony and vigour, educators expressed the view that learners 
today are too stubborn and childish that they deserve a little bit of harsh 
treatment”.  
 
Much as physical punishment, like flogging may be condemned when used harshly, current 
educators‟ voices provide that school discipline cannot triumph without punitive sanctioning for 
the African saying goes, “Spare the Rod and Spoil the Child”. This prior scrutiny can be 
supplemented with clarification from a personal interview with one educator in School D: 
“The adoption of harsh disciplinary methods (Like use of the cane) is effective in 
instilling a sense of ethical and moral character in the learners. Today‟s young 
people are too deviant that it would require being extra belligerent in order to 
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put sense into them. Personally, I cannot engage in routine instruction without a 
cane besides my lap. When Iam on weekly duty, I make sure that I pile pieces of 
manual work to engage any learner that proves stubborn. ” 
 
Physical punishment is viewed by traditionalists as an effectual device for incorporating the most 
revered values in child learners in Ugandan schools. The process of tormenting learners for their 
misbehaviour comes with methods that are exponentially corrective. Focus Group Interview data 
from School B similarly indicated the following custodial control methods as being strictly 
emphasized in all Kampala district schools: a) The use of the wooden paddle, b) authoritative 
rules and regulations, c) assertive discipline through use of prefects with undue powers, d) 
engagement of disciplinary committees, e) giving misbehaving learners manual labour, f) 
expulsion from school and suspension, f) the use of a black-book to record names of notoriously 
repugnant learners, g) being forced to bring a parent or guardian to administer punishment of the 
learner on/at school assemblies, and h) making learners to kneel down and denying them lessons. 
 
There are also those participants who disagreed with the use of physical punishment in schools. 
They argued that such punishments scare of learners, and in some cases may lead to school 
dropouts if not strikes. Learners highly discourage flogging due to issues of children‟s rights and 
an increasing number of learners with chronic health problems.  In an FGI, one of the learners 
commented: 
“Personally I believe flogging simply scares learners without allowing them to 
discover any new moral value. It is effective only in the short run, but not in the 
long run”. 
 
A counsellor in school E who once esteemed the method of flogging as one of the physical 
punishments used in Ugandan schools confessed that: 
“A number of learners punished by flogging actually turn into rascals after 
leaving our school. This only affirms that flogging only scares off learners, but 
in the long run, it may not actually mould them”. 
 
 
Sometimes when educators use physical punishment to correct learners, the intent often turns 
into retribution. The act becomes corporal punishment when used excessively. In an interview, a 
principal in school B commented: 
267 
 
“Educators tend to use corporal punishment when disciplining learners. They 
do it harshly and in excess calling for wide condemnation”. 
 
 
An educator in school A similarly conveys that: 
“Corporal punishment is an old fashioned method of educating learners (bitter). 
Today, when caught flogging a learner, you are likely to face the wrath of the 
law” 
 
Human rights activists and government have immensely criticized the use of corporal 
punishment and other extremely harsh methods in usage. Therefore many schools are strongly 
against the practice. One educator in School C confessed that: 
“The Ministry of education no longer allows us to cane learners or even give 
them hard tasks as a corrective measure. We are encouraged to be parental; 
avoid use of harsh methods of imparting educational values in the discipline of 
learners. Children have rights that should not be abused”. 
 
8.5.2  Restorative justice methods 
 
Restorative justice is a popular method of incorporating spiritual and ethical standards into 
learners. It is extensively used in religiously founded schools in Uganda under the guise of a 
school chaplain or spiritual counsellor. Restorative justice means appealing to more liberal and 
reformational forms of discipline. Restorative justice is dealt with in a number of ways as 
indicated by the participants‟ voices: 1) counselling, 2) through school club activities, 3) 
mentoring and career guidance. These participant voices on how to deal with restorative justice 
are elaborated below. 
 
8.5.2.1 Counselling  
Educators‟ voices show that restorative justice is dealt with through counselling and guidance 
programmes used to instil moral, social and ethical mannerisms. The principal of a catholic 
school A had this to say about the counselling and guidance sessions: 
“During liturgy on religious functions held in the school, counselling is done 
massively by the priest of the Roman Catholic Church. This is part of the life 
blood of catholic founded schools. The homilies given are focused on life 
principles”. 
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Religious and liturgical programmes are usually held in religiously founded schools. The school 
chaplain uses these programmes as a tool for moral instruction. Virtues such as love, care, 
honesty, and knowing that doing evil is wrong are traded to the expectant learners. In this way, 
they grow up knowing what is good and bad. A school chaplain in school A had this to say: 
“Religious events like liturgical celebration are good programmes of formation 
in this school. Learners need to grow up knowing that cheating and misbehaving 
are bad. Religion helps learners to accept that good conduct is an acceptable 
affair”. 
 
Another participant, an educator from school C also provided that: 
Spiritual counselling is part of the school‟s moral programme. That is why there 
is a chaplain in our school; specifically to do the counselling.  
 
However, there are some voices that tend to oppose religious counselling. They argue that 
religious counselling is at times not relevant to the sort of secular training needed in schools. 
Some participants said that religious counsellors in most cases tend to preach other than educate. 
A principal in school A criticizes that: 
“Although religion is essential in character formation, sometimes its excessive 
use may hinder us from identifying the right values for our learners. Sometimes 
learners need to know about science and humanities as also forms of character 
formation”. 
 
Another educator from the same school A added: 
This school is partly a secular one and not a seminary where religious 
programmes are routine. Learners need to prepare for their final national 
examinations. This means that they need more time to do academic work, other 
than spend a lot time in the chapel” 
 
The above educator thinks that spending time in religious counselling and talks is time 
consuming. Schools register for national examinations every year and their performance is 
highly rated on that accord. Therefore much as religious counselling is a good restorative justice 
programme for many Ugandan schools especially those of a religiously-founded nature, they 
need to be dealt with in a timely and rational manner; one that does not overtake the school‟s 
daily programming. Similarly, a principal in school D had this to say: 
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“Secular education is the back bone of Uganda‟s education. Therefore, much 
time should be given to life programmes like citizenship building, political 
education, teaching learner about the history of their country and patriotic 
feelings. In fact such programmes are quite important to a learner in a modern 
school environment; they touch life after school”.  
 
In religiously-founded schools in Uganda, spiritual counselling and guidance has crowned the 
plausible duty of a professional religious counsellor and educator. In Christian schools, for 
instance, schools have Chaplains who guide learners throughout their spiritual as well as their 
emotional lives. In Muslim schools, similarly, learners have, in their dominion, Sheikhs or Imams 
who are supposed to guide these learners throughout their spiritual and moral life, which is part 
of social education. However, the usual panic is that often these spiritual directors have been 
used as a citadel for hard core spiritual indoctrination of the learners. For example most study 
participants noted that Islamic beliefs and practices are strictly emphasized in Muslim schools, 
more often than not even made compulsory even to non-Muslim learners. Likewise, Christian 
schools forcefully use Chaplains and spiritual leaders to spread Christian values and interests to 
the non-Christian brotherhood. Learners who might not be Christian or even might not belong to 
particular religious denominations often get offended. One educator in School F noted the 
following: 
“The problem with our school administrative structures is to force 
learners to take on religious rituals which do not follow in the core of 
their different religious beliefs. Iam in a deeply Anglican school, but the 
problem here is that the foundation body obligates me to groom all 
learners into the Anglican Doctrine of deeds, yet I have Muslim 
learners who might not fall in that core. This makes my work a little 
hard to accomplish because of the resistance I meet from parents and 
community leaders as far as this is concerned”. 
 
No matter what type of school a learner is going through, most parents would prefer if a school 
would communicate moral values. For instance there are many Christian children going to 
Muslim schools and many Muslim children going to Christian schools. A Catholic Nun, who is a 
principal in School B, pompously says this: 
“Parents of other faiths, proudly, bring me many of their children to 
study in this school and also to take on the Catholic code of practice. 
They do this not to change their children‟s faith to Catholicism but to 
take away those good virtues that Catholic education provides. Apart 
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from learning the catholic religion, a learner is provided with life values 
that he or she will need in the life after school, such as discipline and 
smartness”. 
 
Similarly, an educator from school F confides to the previous revelation by the Nun. He had this 
to say: 
“In this Anglican-founded school, all learners, irrespective of religious 
creed, are supposed to attend the Anglican service conducted by our school 
minister every Thursday. No learner is supposed to miss this great spiritual 
service, it is compulsory. Fortunately, parents from other faith-sects are 
even proud to see that their children attend our Christian service as 
Anglicans because they have trust in the mission and vision of our mighty 
school in the heart of Kampala district”.  
 
8.5.2.2 School clubs 
School managers also dealt with restorative justice through encouraging the introduction of 
school clubs.  These clubs are quite necessary to supplement counselling programmes. The 
school could organize social etiquette programmes and use them to pass on a number of social 
skills like leadership skills, life skills, socialisation patterns and many other useful programmes.  
One educator in school B said: 
“In this school management promotes restorative justice using religious 
and social renewal clubs. We have the Young Christian Movement (YCM), 
Youth Alive (YA) Clubs and Charismatic Renewal Groups as avenues for 
behavioural modification”.  
 
A learner in the same school B added: 
“Iam a member of the YCM club…. In fact in this club we engage in 
religious programmes like helping the poor and bible study. I have 
benefitted from the club because Iam now a responsible leader”.  
 
From the submission of the leaner, one can deduce that school clubs are important channels for 
restorative justice in schools. Through the sorts of interactions and socializations, learners 
develop the ability to control bad behaviours. Religious recollection is part of the activities in the 
YCM club for instance and this is used as a tool for moral development of learners.  
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However, there are also those who oppose the effectiveness of clubs in schools. They say that 
clubs have always been units that spread more permissiveness among youth. They are the hub for 
immorality. One principal in school E had this to say: 
“In fact, I have at times despised some clubs in schools. Most of our young 
people use them to share bad habits. Being socialization organizations, young 
people tend to use them as avenues for meeting their lovers in other schools. 
When the club arranges a trip to visit a particular school, it is the time that the 
wrong elements get to go out to do wrong things”.  
 
Because of the danger that is likely to come out of clubs, school managers are dealing with them 
in a more systematic way. First, clubs must have a clear vision and mission. Second, clubs must 
be registered in the school. Third, clubs must have patrons who provide overall parental guidance 
to the young people. A prefect in school C commented: 
“It is not a crime to join a school club, but that club must be known by the 
school administration. Its mission must contribute to the growth and 
development of the school”. 
 
Within these school clubs, there is an element that restores optimism in learners as they prepare 
for after life. In an FGI, educator A remarked that learners must engage in various cooperative 
and sacred activities which communicate messages that discourage engagement in bad activity. 
The educator had this to say: 
“In the Young Christian Movement (YCM) in this school, learners are told to 
respect social norms by putting emphasis on the Gospel of Jesus Christ just as 
the Muslim brethren would be told to respect the laws of Mohammed in the 
Koran. The Christian and Muslim clubs are used for spiritual 
recollection…..This is part of constituent of restorative justice”.  
 
On the other hand, a learner in school B observes that: 
“The plight of the Religious Clubs in the school has enabled many of us to 
accept that good living is the true basis of a good education and the source 
of educational values and wisdom”. 
 
In addition, entertainment functions are traced as another leading device for passing on ethical 
values and other life skills to the expectant learners. For example, a learner in school E said that 
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management tries to encourage Music and Drama Clubs as channels for carrying forward the 
moral and ethical agenda. He had this to say:  
“In this school we have music and drama clubs and I belong to one of them. We 
sing educative songs, learn leadership through drama. In fact, since I joined the 
drama and music club of my school I feel I have been more exposed to many 
important personalities. We often travel to other places to sing and play drama. 
Here we learn from other people. We are also trained by our clubs patron on 
how to behave in a descent manner”. 
 
The argument is that school clubs are vital in enhancing curative justice in Ugandan schools as a 
more flexible remedy for positive discipline. School clubs encourage social groupings which 
bring together youth from diverse backgrounds making it easier to manipulate members‟ actions 
to suit the required group standards. Such clubs are social groups that act as peer influence 
platforms used by educators and school management to transform the child‟s character into a 
civilized individual. In using social clubs, educators are enabled to flexibly transmit the right 
educational values as the didactic process obliges. The principal in School E, remarks vividly: 
“The Young Christian Movement (YCM) club is fundamental in this school. 
It has several moral and educative programs that emphasize social and 
emotional responses that lay a strong impact on the learner‟s moral and 
ethical standing. The Music and Drama Clubs try to make learners more 
social and creative as part and parcel of their training. Through music and 
drama, learners discover their hidden talent as a strong contribution to 
nurturing their aesthetic as well as social values”. 
 
The relevance of social clubs in schools is the nuclei for intensifying moral and ethical growth in 
learners. In an FGI in school F, educators observed that: 
“School-based clubs have strong career objectives…. They are more likely 
to project learners‟ ideals and ambitions towards increased academic 
success and reduced disruptive behaviour”.  
 
Another learner from school E confirms that: 
“Through social clubs, we are made to realize that moral order is critical 
to the learning process. In many of these school clubs we receive educative 
guidance from patrons and club leaders”. 
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Social clubs are the epitome of the school‟s programme on restorative justice used throughout 
various school experiences as crucial apparatuses for promoting social values. In the schools 
visited, the researcher interviewed school managers who indicated that social values like 
leadership, sharing, communication skills and good neighbourhood were shared. In an interview 
held in school A, a group of educators unanimously agreed that: 
“Social etiquette programmes are crucial to our learners because they involve 
the way learners are supposed to behave with each other, behave in front of 
elders and other community groupings”. 
 
8.5.2.3 Mentoring and career guidance 
Mentoring and career guidance is another activity that promotes restorative justice in the existing 
Ugandan school. It refers to services that assist individual learners with occupational choices so 
as to manage their careers. These services include the transaction of career information, 
mentoring and career education. Power (1992:44) argues that through career guidance, learners 
are enabled to construct responsible choices when choosing an academic and professional career. 
Participants‟ voices provide that career guidance and mentoring are key aspects to guiding 
Ugandan learners throughout their school life. They provide opportunities for excellence in life 
and open to the realities of the world through guidance programmes. In an interview with a 
deputy principal of school C, the following was noted: 
“Career counselling and guidance is becoming a trendy educative tactic in 
modern school settings in Uganda. In such sessions, the counsellor or 
educators provide precious insights that will enable the learner open up to 
life confrontations and, in the course, know how to craft rationalized 
preferences”. 
 
The vast use of career guidance sessions in most Kampala district schools has helped many 
learners to make informed choices of the sort of academic disciplines to pursue for a right 
professional career. Career guidance bestows upon learners the tools of survival in later life. A 
principal in School D comments as such: 
“Indeed learners need to be guided on their choice of future career 
opportunities so that they can select the best profession to take on for a life 
time. This is because a good choice of a discipline of study, in itself, 
encourages the proper integration of effectual academic and aesthetic 
values”.  
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To be disciplined implies making good life choices where these choices could be political, 
economic or social. A school becomes the bedrock of civilization when learners can choose what 
is right and befitting to them in the anticipation of a decent future. Career choice and 
advancement therefore defines the bastion of superior Ugandan schools and the aim of formal 
education. In a Focus Group Interview with prefects in school E, one of them reasoned: 
“In fact, career guidance is a necessary footstep upon which we 
[learners] can be enabled to choose what we want to be in future and the 
right leadership courses we should pursue. For example, as an aspiring 
community leader my educators told me to study history in Form V and VI 
so that I can become a social leader. At university, I want to pursue a Law 
degree so that I can become a famous attorney and legislator. In this way 
I will be resurrecting my potentials as a focused politician and leader. As 
a woman, I want to contribute to rejuvenating most of the women in my 
home village. I want to show fellow women that they [too] are important 
in society, and can contribute earnestly to transforming the leadership of 
their country. Women need to exercise their human rights and obligations 
beyond doing domestic chores, and it is this I will show them as an 
aspiring leader of my community”. 
 
The Ugandan school has acted as a window through which learners could be enabled to excel in 
social as well as leadership life. Educators are duty bound to guide learners on how to make the 
most imperative career choices that will preside over learners‟ lives. A counsellor in School D 
remarks similarly: 
“Through schools, we expect to develop leaders and professionals in all 
fields…..Important career choices are….. those professional ideals that are 
relevant to a learner‟s later life. This obligation that educators are duty 
bound to fulfil is a repertoire….. for providing youth with the most lucrative 
opportunity to excel by acquiring the right values that will positively 
transform their lives into respectable citizens”.  
 
8.5.3  Collective stakeholder participation 
  
Collective educational responsibility is a foremost point of departure in paving way for optimal 
values integration into school discipline in contemporary Ugandan schools. Educators, parents, 
learners, school administrators and the community are major players in school management in 
Kampala district, and their function in the integration of values into disciplinary management is 
pretty momentous. 
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8.5.3.1 School administrators and prefects 
Management of discipline depends on the effectual contribution of school administrators towards 
school affairs. School administrators are obliged to set policy regarding the better enforcement of 
discipline and emphasize particular key values, and then lead in this policy implementation. At 
times, they share in this work with the educators and prefect. From the learners‟ interviews, a 
learner in School A demonstrates that: 
“The management of discipline needs collective responsibility from the 
administration and educators. The school administration must be at the 
forefront of the disciplinary process because they are the custodians of 
moral rearmament in schools”. 
 
The use of prefects is an effective school management strategy used by Kampala district schools 
to provide a platform to the learners to competently participate in management of learner affairs. 
In Kampala district schools, prefects are student leaders who know much about the learners‟ 
experiences compared to their counterparts the educators at the higher school oligarchy because 
these prefects are also learners closer to fellow learners. Prefects can provide reciprocal headship 
that is viable in the effectual implementation of a framework of optimal values integration into 
management of school discipline. An educator in school D comments thus:  
“Prefects are important pillars for enhancing positive school discipline 
because they have a personal understanding of their fellow learners and 
can advise administration on better strategies to assume in order to improve 
learning”. 
 
Educators also tend to involve learners in decision-making on matters of discipline. This builds 
confidence and an atmosphere of mutual support in the learners. In one school the researcher 
visited, the educators said that some disciplinary issues are managed by all the learners. This 
enabled them realize that it is wrong to engage in some wrong doings. The eventually develop 
collective educational responsibility if given the chance to arbitrate. One of the educators in 
school B had this to say: 
“At times when a learner does something wrong like playing in class, I tell 
the whole class to pass judgment on that learner. This prepares other 
learner to recognize that it is bad to get involved in bad behaviour.”  
276 
 
8.5.3.2 Parents’ involvement 
Like the school leadership, parents also play a vital function in the education and discipline of 
learners. The parents paint an accurate portrait of the community sense in education. Because of 
their great obligation in schools, parents are mirrored to be strong educators and disciplinarians 
in most Kampala district schools. The Parents‟ Teachers‟ Association (PTA) model is one of the 
leading bodies that directly brings parents on board in the education and process of imparting 
values into learners‟ discipline in schools. An educator remarks that: 
“Parents‟ Associations are an indication of collective parent participation 
in school affairs. Through the PTAs, members express their support for 
meaningful child discipline. Educators should stress the need for parent 
involvement in values articulation in schools”. 
 
According to data collected from the natural setting, it is common practice for educators to 
exchange with parents topics regarding the latter‟s child performance. At times, educators meet 
parents on social events and have time to share learners‟ expectations. Visitation days, for 
example, are used by schools as days in which both parents and educators share the child‟s 
academic as well as social experiences. The theoretical sense in this is that parent-educator 
enterprises are important milestones for the construction of mutual partnerships in the modern 
school. Apart from coming to know about the learners‟ academic progress, parents take it upon 
themselves to spend the entire visitation day at the service of the educators talking about the 
learners‟ moral and intellectual progression. The theoretical core here is that both the parents and 
educators come into a contractual obligation meant to advance the academic as well as the 
behavioural life of the learner. 
 
Hence stakeholder participation in integrating values into the management of school discipline 
would also imply that a child‟s training should begin from home. With the parents and guardians 
at the forefront of the struggle, schools are duty bound to make choice of the most suitable values 
for the better development of child learners. A key informant remarks: 
“It is the mother of the child who should initiate the inculcation of 
good moral and ethical behaviour. Value integration into learners 
begins from home, and latter comes to the school. This cannot be the 
sole preserve of formal schools”.  
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Ugandan formal schools can only take on products that have passed the fundamental test of early 
childhood education which is solely given at home and in the community. Schools incorporate 
community values into the learning process by undertaking the logical but literal path of the 
provision of knowledge and skills as the body of ethics. In a word, schools cannot integrate 
values into an already corrupted mind. It is the family and community bonds that set the first ball 
rolling, and educators in formal schools latter do the refurbishing.  
 
8.5.3.3 Role of the community 
The school is a social organization in which a community ethos is implemented for the good of 
the administrators and learners. Therefore the optimal integration of values into school discipline 
has been, partly, enabled by the vital role of the community‟s presence in the different school 
activities. A principal in School F clearly justifies the above observation in the following 
rhetoric: 
“Building a sense of community participation in education leads to shared 
vision and positive changes in the school culture, and an improved 
capacity to serve the learners diligently. When the community participates 
in the affairs of schools, like management of learners‟ discipline, the 
development of a culture of school discipline is enabled. This is so where 
school organizations move towards greater participant empowerment to 
identify excellent moral and ethical systems from the community, and 
provide leadership to incorporate such systems into the teaching-learning 
process and the hidden curriculum”.  
 
The community represents a broader spectrum of citizenship education. For instance, the 
community involves the political leadership, the elders‟ council, and government. These different 
conglomerates seem to provide a balanced parameter for effectual management of school affairs 
since they represent the external milieu in which a learner is sent for life-long learning. The 
community further plays a peripheral function in school development, and discipline in 
particular. Some educators in Kampala district schools concretized that the community provides 
acculturation through painting an ideal cultural face of the society in which the child is later 
nurtured. Politically, the community provides a platform for schools to explore the national 
developmental needs of the society so that learners can appreciate them for a greater growth of 
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their universal value obligations. School administrators in School E, support the role of the 
school in the society or community as they unanimously agree that:  
“The engine of society is the school. Parents and citizens expect the 
schools to provide national education and not individual education. Before 
teaching, we as educators are supposed to understand the national 
objectives of education, the disciplinary requirements therein and struggle 
to nurture learners in line with the national interests”.  
 
Within this community imperative is the state, which is one of the most critical clusters 
representing national demands. The state is a politically organized people and a perfect and self-
sufficing natural society consisting of many individuals and families, united under a common 
authority for the attainment of the temporal welfare of the community. The state sets policy and 
standards with which to govern schools, as mandated by law and policy provisions.  The state‟s 
role in school discipline is premised on the notion that education must aim at preparing learners 
to be responsible men and women. The state imperative provides that both learners and educators 
are products of the society and are obliged to promote the social creed. An educator in School B 
confirms the previous argument: 
“Schools exist for society and are guided by social values. Therefore, we 
expect the school to give learners what is ideal for social development lest 
learners go out half-baked”.  
 
However, the fear is that the community role in education today is reluctantly apprehended. 
Instead communities are wrapped into gross levels of immorality which, unfortunately, are 
ferried onto the Ugandan school. Philosopher Plato came outright to propose that if in a state or 
community there has to be peace and prosperity, there must be philosophers who educate the 
young into being pious. Lack of knowledge and ignorance, per se, are the root cause of social or 
community malfunction. The dilemma in today‟s Ugandan school is that despite the fact that 
educators are providing volumes of vital knowledge and skills for national progress, community 
immorality has continued. This implies that there is a mismatch between the education offered 
by the philosophers in the schools and what transpires in the community. An educator in School 
C confessed to this reality by sorrowfully lamenting as such: 
“The sole reason why society is so corrupt, immoral and uncivilized is 
because schools have failed to transform learner character; to reflect 
moral uprightness. The sole objective of national education is to pass on 
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civic values. Our schools, unfortunately, are solely passing on theoretical 
education. They have neglected the fact that schools must integrate civic 
values as the rite of passage [Educator, School C]”.  
 
When the state abrogates its duty to direct her citizens to be more civilized then the state is likely 
to lose grip of its fortress. State control is multifaceted implying that it has to provide economic 
progress as well as protecting the moral fibre of the entire populace. The national goals of 
education serve as the basis for effectual implementation of the role of the state in education 
growth and development. In the same way, an educator in school D provides similar insight into 
the present state of affairs between schools and the community behaviours. He has this to say: 
“The government has only paid leap service to the welfare and 
infrastructural development of its public schools with little or even no 
merit paid to planting its national goals into the discipline of the 
learners. As a result, we get graduates who are unpatriotic and selfish. 
The state has also been criticized as not taking the lead in passing on 
moral and spiritual values to the learners, especially in religiously-
founded schools [Educator, School D]”.  
 
From the above observations, it is noted that state involvement in school discipline in Uganda is 
quite limited. The role of the state which is to promote the national goals and objectives of 
education seems to be mythical. Government, through the White Paper (1993:6), endorses the 
national goals of development among which, forging national unity and harmony become 
pertinent requisites. Schools are mandated to teach brotherhood, emphasize ethnic harmony and 
social integration as the basis on liberal education. Equal importance is attached also to instilling 
a sense of democracy in the learners. However, unfortunately, many schools in Kampala district 
merely emphasize academic skills with little or no time paid to imparting other values like 
brotherhood, peace, wisdom and resourcefulness as general life skills. Educator instructions are 
solely focused on passing examinations but not to enable learners appreciate their civic 
obligations. Therefore much as the state features as one of the vital ingredients in the promotion 
of liberal education and positive discipline in Ugandan schools, its roles remain unclear requiring 
a concerted effort gleaned towards the total reshaping of the state‟s role in school discipline and 
education. 
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Finally, the community aspect in school discipline has partly been pre-meditated through 
infusing several community activities into school programs. Some of these activities are of a 
moral, social and cultural inclination, enabling learners to appreciate the community organism 
and help direct learners through processes towards what is “ideal” and of good conduct. The 
investigator found out that some Kampala district schools are partly engaged in community 
activities which include: 1) Music, dance and drama, 2) anti HIV/AIDS campaigns, 3) 
sensitization of communities on good sanitary practices and hygiene promotion, 4) political and 
civic education, 5) educating communities on human rights issues and integrity building, and 6) 
formation of social clubs to promote universal values in learners.  
 
The existence of various community programs in schools is an indication that schools are 
supposed to serve interests of the community and in this medium pass on the most revered 
community values to the learners. The management of discipline must involve the input from the 
community. Such community activities have enabled several schools to ably uphold constructive 
discipline in all their accomplishments.  However, the communities‟ activities have also been an 
endorsement for further rowdiness among learners. In many schools, educators and school 
administrators bemoan some programs on sexual education and HIV AIDS awareness to be 
broadcasted wrongly. Some of the methods of sexual education are pitiable. Condom use, for 
instance, was totally detested in most schools.  A principal in an Anglican school once remarked: 
“It is not bad to enable learners to accept their HIV/AIDS Sero-status. 
However the strong emphasis on condom use abrogates the original intent 
of schools on moral education. This being a deeply religiously founded 
school, condom usage is totally abhorred. Even the Ministry of Education 
and Sports would not permit any health promotion organization to 
promote condom usage in teaching institutions”.  
 
However, there are participants in the sampled schools who had opposing views as far as use of 
collective stakeholder participation in management of learners‟ discipline is concerned. Some 
school administrators assert that collective participation may involve risks. If parents for instance 
are granted an opportunity to influence decisions, they may soon want to participate in matters 
which do not concern them. A principal in school B comments that: 
“Participation breeds conflicts of interest. School managers may feel 
parents are popping their noses into matters beyond their control. 
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The…effect is that school managers and parents may not participate freely 
and effectively in school management because of the second party 
problem”. 
 
There are also voices which pronounce that the school administration may be ruined by the 
numerous ideas that external stakeholders might bring on board because of information overload. 
An educator from school C discerned that: 
“When many outsiders are brought to make decisions concerning school 
matters, school managers may feel there is an attempt to bog down the old 
culture and creating a bond of collaboration which only exists in utopia”. 
 
Another principal from school B indicated that: 
It is not good to over indulge the parents and the community in the affairs of the 
school. They always want to make decisions that favour their interests other 
than those of the school. For instance, if it is to increase the school‟s revenue 
base, most parents will….resist it because they think increasing fees might affect 
them as school fees remitters” 
 
8.6 Challenges of values integration in the sampled schools 
 
Participants in the study revealed several challenges facing educators in the effort to integrate 
values into school discipline. These challenges could be classified into three core categories: 1) 
policy-related challenges, 2) classroom-focused challenges and 3) societal-led challenges.  
 
8.6.1 Policy-related challenges 
 
Policy-related challenges are associated with general methods used to control and guide the 
administration of discipline in the sampled schools. These policy-related challenges are 
categorized into sub-categories such as poor school administration, problems of defining which 
values to emphasize in schools, the lack of staff motivation, educators‟ ethical conduct and the 
nature of school rules and regulations.  
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8.6.1.1  Poor school administration 
In some sampled schools, the administrative capacity of school managers to effectively impart 
discipline is still wanting. The challenge is that schools are governed by many poor managers 
who lack human resource management skills to be in position to control misbehaviour. A 
principal in School B, noted: 
“Some educators are very poor managers. Consequently they fail to 
pass on various leadership values to learners which leads to continued 
indiscipline among the learners”.  
 
It is not acceptable to appoint a head of a school and let him or her fumble in the administration 
of discipline and in the fusion of values into learning. There should be a system in the ministry of 
education and sports to monitor and see how far heads of schools are applying leadership, 
supervisory and administrative skills acquired in college to bring sanity among learners. The 
principal of school D observes: 
“The minimum standard indicator from the ministry of education and sports is a 
good instrument for assessing poor administrative actions by heads of schools 
and educators which are often the hindrance to effective absorption of moral, 
ethical, spiritual and intellectual values into the discipline process. Educators 
also tend to apply school rules with a certain amount of rigidity accompanied by 
punishments of all descriptions. Learners become too much worried about these 
rules and associated punishments and they feel that their freedom has been lost; 
eventually they plan to overthrow the system or vent their anger by remaining 
disobedient”.  
 
 
Again failure of the principal to be more available around the school is a hindrance to the 
promotion of values in education. A prefect in school E noted with concern: 
“When the principal is in the school, she is glued on the office chair without 
touring the school plant, to visit especially the touchiest spots as the classrooms, 
the hostels, the kitchen and other critical places especially those that might 
spark off strikes.  
 
Another prefect from school A added: 
Sometimes, failure to make one available in the school on matters of such 
critical importance might make the principal and educators irrelevant to 
learners. Learners eventually miss to be guided and supported throughout their 
educational life. Sometimes the failure to accommodate learners with divergent 
views is, in itself, a hindrance to the proper integration of values into learners‟ 
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discipline. Teaching in schools, emphasizing values and discipline should be 
processes that accommodate learners‟ views.  
 
Many participants reported that there many cases of unprofessionalism among educators which 
hinder proper values integration. School administrators have registered unsatisfactory comments 
about educators who apart from being effective instructors resort to penalizing learners 
mercilessly. A prefect from school F noted that: 
“If learners are asked a question in class and they answer it differently from 
what they were taught or what the textbook provides, such learners are 
reprimanded by getting a Zero or no mark. Similarly, if a learner tries to reason 
out and behaves against the prescribed routine or regulation, such a learner is 
branded undisciplined and most often gets punished. In fact, many schools try to 
hinder learner innovativeness as a strategy to attain positive discipline”.  
 
 
However, there are also participant views that opposed the argument that it is poor administrative 
skills that hinder the integration of values into school discipline. Sometimes there are cases when 
even the trained educator is bound to be a victim of learners‟ aggressive tendencies and 
subjugation. A learner in school D noted that: 
“Educators may fail to convince learners to change their pattern of behaviour 
especially where the same learners are too stubborn, militant and 
disrespectful”.  
 
 
Such educators may be too emotional, too irrational and too strict when reacting to particular 
experiences. This is at times accounted for by the character of some educators rather than their 
administrative skills. Some educators think that if they were trained in a harsh way during their 
school days or even flogged too much, they erroneously think that their learners deserve the 
same treatment. In the end, such educators find themselves mistreating learners which might 
hinder the proper integration of values. In an FGI in school E, four learners lamented: 
“Sometimes…our educators feel we should be harshly punished. They boast to 
us that during their time caning was the order of the day. But gone are the days 
anyway!! Another learner expressed that: “if you were mistreated, you cannot 
wish it to your son”. 
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8.6.1.2  Problems of defining which values to emphasize in schools 
 
Defining educational values poses a challenge to many educators in most schools. The term 
value is loaded with varieties of meaning. Each meaning reflects its own philosophical position. 
Generally, the term value is spontaneously associated with religious values. It is believed by 
many educators that values are nothing but the religious and spiritual guiding principles of life. 
Hence, it is posed that the path has already been laid for the life journey. But in the context of 
modernity, modernism and postmodernism principles; there arises a fundamental question of 
whether value education is required at all in a modern state.  There are those educators who 
argue that modern life is based on science and technology, and both are value neutral. They view 
that spiritual values are bugbear held out by people living in the past, glued to out dated religious 
principles that have no relevance to the 21st century.   
 
There is another group of modernist educators who propagate the necessity of value education in 
order to safe guard the democratic state and its values. The values they wish to cultivate are 
modern secular values such as honesty, respect to other, equality, collectivism, democracy, 
respecting the human rights, sharing equal space in the public sphere and so on. These values are 
considered as the products of enlightenment period. Hence, four positions could be arrived at on 
the basis of the above understanding. One educator from school F rightly said: 
“Schooling and learning have changed with the times. Today what 
matters is whether the learner has got the academic paper required to 
take him or her to the next level. If we waste time on moral and 
spiritual education children will go out half-baked”.  
 
8.6.1.3  Lack of staff motivation 
 
An emphasis on staff motivation has been mentioned by several senior educators as one of the 
essential ingredients of school development more especially as an effective tool for the 
promotion of positive learning and behaviour. A principal in school A observes: 
“Staff development is crucial in school development, and, unless 
educators are developed, schools will not improve, and the discipline of 
learners will be neglected. School heads should try to identify the 
development needs of their staff and try to meet them; to boost the latter‟s 
motivation. This will depend on each school‟s ability, but it is a major 
point. According to the business world, investing in people theory, (staff) 
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costs money to acquire, and maintain and they should provide a return on 
that out-lay, their value increased as they become more effective in their 
job and capable of taking on greater responsibility”.  
 
The staff development scheme is a vital means of facilitating the changes that have been, and 
will continue to be, proposed in curriculum management, and importantly, in the optimal 
integration of values into management of discipline.  Many schools, it has been observed, poorly 
remunerate their staff. In the end, such schools loose good educators who opt out of the teaching 
profession for greener pastures. Because of little pay, educators end up neglecting their 
supervisory roles in schools. This negatively affects school programs, including the enforcement 
of right behaviour among the learners Because of the vacuum that has been created due to the 
high level of educator attrition, consequently many schools in Kampala district have failed to 
achieve high standards, maintain continuous improvement of materials and the lack of proper 
supervision by educators and the principals. This mishap has been the direct cause of educators‟ 
perpetual neglect to enforce discipline. An educator in school D highlights that:  
“In order to achieve high standards (like positive discipline)….maintain 
improvement of school structures, more effectiveness will come when 
department heads and educators remain strict supervisors of all activities 
going on in the school. The senior management teams of the schools, led 
by principals, should identify the targeted areas of competence, but with 
strict adherence to resources and materials required in school 
performance and on the assessment of values that are imparted during the 
teaching-learning process”. 
 
An educator in one of the schools in Kampala further remarked that one of the key problems 
resulting from educator attrition is the continued lack of monitoring and evaluation of school 
performance. The school principal‟s role of monitoring and evaluation of different school 
projects has to be re-emphasized, for both academic and non-academic projects. The educator in 
school E remarks thus: 
“Monitoring is a kind of formative evaluation that servers to provide data 
for effective decision making so that continual adjustments and improvements 
are underway. In the quest for school improvement in leaner‟s‟ behavioural 
patterns, this new era demands that the continual monitoring and evaluation 
of which values are effected and their subsequent integration in discipline, 
becomes critical to achieving school success”.  
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8.6.1.4  Educators’ ethical conduct 
 
Some ethical behaviour by educators is so demanding that they make the process of infusing 
values into learners quite difficult. There are reports of sexual abuse in schools by educators who 
are instead expected to be role-models. Their behaviour is eventually publicly challenged as 
being immoral. Complementing this observation, one educator from school D was not happy 
with the ethical conduct of some educators. He says that often many educators are found sexually 
relating with young the girls which paints a bad image onto the school: 
“The Universal Primary Education (UPE) schools have become a hub 
for sexual exploits by educators against young girls who are helplessly 
defiled by these same educators. Recently, one educator from a nearby 
primary school was reported in one of the local print media for defiling 
a young girl in upper primary and forcing out the pregnancy and 
eventually the girl died. This is so embarrassing!” 
 
One school counsellor in school F similarly explains: 
“Educators have no moral authority to impart values into our 
children…because they have fallen short, constantly, of the required 
moral and ethical support. They have failed to be role-models”. 
 
A number of key informants further reiterate that the current education policy documents have, 
for a long period of time, remained static and silent about values and their importance in 
moulding learners especially during this time of excessive moral decay in schools and society. It 
should be noted that the Government White Paper (1993) on education emphasizes values such 
as honesty, sense of responsibility, integrity in the use of public funds and property, love for 
productive and constructive work and respect for those who labour to produce intellectual and 
social wealth as good tenets of positive behaviour and moral growth. However, many informants 
were generally not happy to see that the above tenets have remained more on paper and not 
practiced in many schools. Efforts  that were in high gear to implement these White Paper 
recommendations, including the desire to re-orient the method of passing on morals, ethics and 
discipline in schools, are often mythical statements made by the Ministry of Education and 
Sports.  
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It is also unfortunate to note that most schools in Kampala district have no comprehensive 
curriculum to talk of in terms of value incorporation in learners. The current religious education 
syllabus is out-dated, emphasizes theoretical knowledge ducts and does not give enough 
consideration to channels of completing formal ethical education. Indeed, many schools lack 
moral instructional materials and spend much of their time in academic development of learners 
other than the moral progress of the same learners. Imparting of academic values is rightly part 
of the integration process. However it should not be done in excess with little or no attempt on 
other liberal educational values. An all-round person is built when a number of values interact 
and are allowed to act upon him or her to transform totally and comprehensively. In an interview 
with an educator in school B, he had this to say: 
“The present curriculum (especially the science curriculum) does not reflect 
the moral and ethical principles of the subject. This has contributed 
immensely to the growing insensitivity of learners to life and the cultural 
world. Indeed schools lack ethics instructional materials and trained ethical 
educators”. 
 
This assertion re-affirms the belief that reorientation within the subject curriculum in terms of 
morals, virtue emphasis and social values is needed apart from the mainstream curriculum of 
knowledge and skills formation. Knowledge garnered from various disciplines of study should 
encourage a deep-seated relation to respect for and dedication to the object of study as part of a 
larger orientation to life, the world and existence. Schools must be part of both the integration of 
skills and life values to create lifelong learners.  Poor educator personality accounts immensely 
to educators‟ increased failure to impart key life values into learners. The educators‟ character, as 
a whole, serves as an impetus to learners to work hard to advance intellectually, morally and 
spiritually. School principals have commented on the general appearance and character of 
educators. Educators who are a public nuisance cannot propel learners to respect the school code 
of conduct. A principal in school C had this to say: 
“The character of an educator tells his or her capability to impress 
virtuous living upon his or her learners. Learners would like to learn 
from our behaviours as educators because we are the beacon of hope”. 
 
The educator ensures that the school maintains a disciplined environment through exhibiting 
positive character. The professional ethics accorded to educators at colleges of teaching is meant 
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to make them enviable personalities. Teaching and disciplining learners requires people with a 
value system good enough to pass on the same values to the young ones.  
 
8.6.1.5  The nature of school rules and regulations 
 
The research findings also indicate that the most revered values are enforced in school discipline 
using rules and regulations, circulated to each and every learner at the start of fresh life in a new 
school. Learners are always reminded of their requirements at regular intervals, on school 
assemblies, in the classroom and during different school activities.  However, most of the rules 
and regulations seen in the schools visited tended to be a system of laws for establishing full 
compliance. But these rules, in the end, create a degree of harshness as they touch the key 
aspects of the learning process. For example, three of the rules and regulations the researcher 
recorded justify the above argument:  
“No littering rubbish on the school compound”  
 “All learners must observe silence in the hostels”  
“Failure to observe the above rules will result in severe punishment”.  
 
Primary data shows the extent to which school rules and regulations are a challenge in 
management of school discipline in Kampala district schools. It was found out that most learners 
respect the rules and regulations only when they are confined in the school environment. The 
school rules and regulations act as symbols that restrain learners from realizing their total 
freedom of expression. First, crude behaviour may be avoided when the law is operational, but is 
unleashed when restrictions are removed. Secondly, learners tend to look at rules and regulations 
as policing mechanisms rather than the rite of passage for the most honoured values that would, 
later on, galvanize their educational and social life after school. In focus group interviews, 
prefects (leaders chosen by learners) and educators in several schools visited reported this: 
Prefect A from School B: Rules and regulations highly emphasize obligatory 
conformity to school procedure. They are merely used as physical and 
psychological means to manipulate behaviour other than shaping learners‟ 
character and values” 
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Prefect B from School B: learners tend to disregard rules and regulations as 
being too rigid and traditional educational laws. Rules and regulations tend 
only to guide learners on what they should do and what they should not do 
when in school. 
 
Prefect C from School C: Our role, as prefects, is to enable fellow learners 
respect the school regulations. When learners deviate from these rules and 
regulations they are punished in order to correct them. That is all! 
 
Educator A from School E: Very few moral and leadership values are 
integrated into learners‟ discipline. The school rules and regulations 
emphasize part of these values like orderliness, honesty, punctuality. But of 
course these are short-term educational values.  
 
Educator B from School F: most learners see that they are merely forced to 
observe schools and regulations. The kind of behaviour portrayed is just forced 
submission to these laws of the school. After school, learners feel they are 
freed from this bondage.  
 
Educators use these rules to ensure the protection of the school ethos while they lack enduring 
bridges that would propel learners to take a professional outlook to life. The message was clear 
from educator B in school F: 
 “Most learners see that they are merely forced to observe rules and regulations. 
After school, learners feel they are freed from this bondage”.  
 
8.6.2  Classroom-related challenges  
 
Some of the challenges of values integration into disciplinary management are classroom-based 
which include poor teaching methodologies.  No matter how intelligent an educator may be, and 
even if he has all the facilities for teaching his subject, his choice of teaching method may 
improve or mar the success of the lesson. If the method is ineffective, the learners will show 
signs of resentment and will seek other escape routes to vent their energies. A good teaching 
method helps in maintaining attention and concentration. Consequently, a good teaching method 
will bring about order and discipline among learners. A principal in school B observed that: 
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“It has always been a great problem to incorporate a culture of academic 
excellence and academic values into learners when the very educators that 
are charged with doing so have poor teaching skills”. 
 
With the universalization of education in both primary and secondary (high) schools, there has 
been a big challenge of coping with teaching and learning in large classes. Although the 
universalization of education has provided increased opportunities for accessing free education, 
the usual danger remains that academic values can hardly be passed onto learners in a crowded 
classroom. Such a crowded classroom lacks concentration and attentiveness. In a focus group 
discussion in school E, an educator noted that: 
“The Universal Primary Education (UPE) and Universal Secondary 
Education (USE) programs have led to increased enrolments at the 
expense of quality education. With the increasing numbers and the 
automatic promotion policy in place, most of the UPE and USE 
products are of poor quality. Many school leavers cannot even tackle 
simple numeracy tasks”. 
 
 
 
With such a discrepancy in learning, it is worth noting that schools cannot ably cope with 
effective learning. The problem has been that educators are forced, in UPE and USE schools, to 
supervise large numbers. It eventually becomes difficult for one educator to handle a class in 
hundreds; to meet each and every learner‟s academic needs. Additionally, the government 
demands that schools respect the policy of automatic promotion irrespective of whether learners 
have learnt or not. This move is quite suicidal on the part of the educator and the learner because 
it hinders effective teaching and learning to take place. In an FGI, educators and school 
managers in schools A, B and C enumerated the following reasons as the causes of poor 
teaching: 
1. Lack of punctuality on the side of the educators to start lessons promptly when 
they should start. 
2. Lack of provision of course outlines for a term‟s work in some cases so that 
learners do not know what to cover and so they read meaningfully on their own 
even when the educator is not around. 
3. Ineffectual teaching: learners fail to be effectively and fully occupied in all 
lessons. Educators who fail to occupy learners effectively make them see that they 
are wasting their time and a danger to learners‟ passing. 
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4. Lack of provision of books which learners can read on their own so that they do 
not waster time. 
5. Failure of a school to provide information searching facilities like computers for 
learners 
6. Dodging lessons for days by some educators 
7. Failure of the head teacher and educators to set up high standards of operation and 
performance by the learners so that both educators and learners are subjected to a 
high level of operation to achieve the set high standards 
 
 
 
Some school mottos really express these high standards and a challenge to the learners to aim at 
excellence. For example, the motto in one of the schools reads, “DUC IN ALTUM” meaning 
“aim higher”. Another motto of another school is “GAKYALI MABAGA” meaning “Be 
determined, the battle rages on”. Another motto, “Ogutateganya teguzza nvuma” meaning “hard 
work is the roadmap to success”. However, despite the presence of such touching mottos that 
challenge learners to struggle to achieve academic excellence, the educators might fail to inspire 
learners to partake on elements for such academic achievement. The consequence is for the 
learners to fail to possess good academic or intellectual vales and moral principles in pursuit of 
positive education.  
 
8.6.3  Social-related challenges 
  
Again, some challenges are social-related and these are the influence of the media. The media is 
one of the most challenging factors in the process of integrating values into learners‟ discipline. 
Media exploits which are permissive and violent especially television and videos indicate some 
harmful effects on young people‟ behaviour. Recent debates about computer games and the 
internet are merely the latest manifestations of a tradition of moral decadence. Educators have 
always argued that media expansion, especially in urban settings, and its concerns today 
occasionally reach the level of a moral danger on the youth. Particular social practices that media 
display are publicly demonizing with spurious impacts on the school going child. The negative 
effects of the media outweigh the positive ones. Some television shots are violent and display 
forms of aggression which youth tend to master. The learned skills and tricks eventually spoil the 
youth. They become militant and rebellious where permissiveness is learnt from the Internet and 
films.  A review of documented evidence has led to the conclusion that the media include effects 
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relating to violent content, desensitization and fear and sexual content. Prefects in one of the 
primary schools mention the print media as having devastating effects on young people. A 
prefect in school D had this to say: 
“Some contents written in one of the local newspaper is so obscene, that 
it has enabled many of our youth to engage in dirty activities like sexual 
intercourse for money”. 
 
 
Violence and disrespect for elders in many high schools of Kampala district are partly attributed 
to what learners see in the media. They want to practice for pleasure. Some participants observed 
that media actions like war films and violence lead to school bullying. All in all, shocking and 
disgusting media actions are significant factor accounting for deviant behaviour among many 
learners today. Many educators, for example, say that school bullying and loss of values systems 
among learners are strongly attributable to what children watch at home. A number of reasons 
have been advanced to indicate why media influences development of student morality and 
discipline. In a focus group discussion with educators in school C, the following reasons were 
advanced: 
1. Learners imitate media actions 
2. Learners want to identify with attractive role models or celebrities they encounter 
in the media 
3. Learners grasp specific patterns of aggressive behaviour from war films and 
thriller movies. 
 
All whatever learners get hold of they bring to school. It therefore becomes difficult for school 
administrators to integrate good values into learners amidst an environment where the same 
learners are open to free media in the form of pornography and thriller movies. This increased 
level of excitement can lead to aggressive behaviours, sexual appeasement and lead to cases of 
early marriages among the girl child and increased school dropout levels. One senior woman 
educator in school A had this to say: 
“The reason why girls tend to dropout of schools is mainly due to early 
pregnancies. Such early pregnancy has been borne out of the excitement 
and pleasure they endured when in schools. Media accounts for such 
excitement and pleasure”. 
293 
 
Table 8: Scott’s Conditional Relationship Guide showing a summary of the avenues and challenges of values integration into learners’ discipline in 
Ugandan schools (empirical data) 
 
Category 
Properties and dimensions 
What? How? Where? /When? Why? Expectations/consequences 
Avenues Custodialism  Punitive 
sanctioning 
(corporal 
punishment, 
manual labour) 
 School  
 Classroom 
 Instill pain and torture 
 Corrective action 
 Retaliation   
 Traditional discipline 
 Retributive justice 
Restorative 
justice 
 Counseling and 
guidance 
 Mentoring 
 Massive talks on 
social and religious 
issues 
 
 School counselor 
 School chaplain 
(religiously-
founded schools) 
 Social and 
religious clubs 
 Humanistic approach 
to discipline 
 The human rights law 
 A free-wheeling 
society 
 Redemptive discipline 
(Felderhof, 2002) 
 Abolition of the corporal 
punishment era 
(Mukhumo, 2002) 
Collective 
stakeholder 
participation  
 Parental 
involvement 
 Community 
involvement 
 School 
administrators and 
prefects 
 Home  
 During parent-
educator 
interactions 
(AGM, PTA 
meetings) 
 Collegial leadership 
(Botha, 2004) 
 Collective ownership 
of schools (Nkata, 
1996) 
 Professional learning 
communities (Starratt, 
2005) 
 Socialization process 
(Mncube, 2005). 
 Liberal education 
  
Challenges  Policy-related 
challenges 
 Poor school 
management 
(Sergiovanni, 2006) 
 Lack of staff 
motivation 
(Ogomarach, 1997) 
 School 
management 
 Staff salaries 
 Lack of visionary 
leadership (Leithwood 
& Riehl, 2003) 
 
 Administrative 
dimension (Sergiovanni, 
2000) 
Classroom-
related 
challenges 
 Educators „ethical 
conduct 
 Educators‟ lack of 
application of lived 
experiences 
(Mohapi, 2007). 
 Classroom, 
school rules and 
regulations 
 During 
counselling and 
moral instruction  
 Lack of professional 
development 
programmes (Senge, 
1999). 
 School dimension 
(Todnem & Warner, 
1993). 
Social-related 
challenges 
 Environmental-
wide influences 
(media, peer 
influences)  
 Media, society 
(community) 
 Neighborhood effects  
 Permissive society 
 Social dimension 
(Tumuloreine, 2003). 
Scott‟s CRG (2008)
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8.7  Empirical data interpretation: emerging theory and new knowledge 
Empirical data was interpreted in two forms: 1) using selective coding in order to distil core 
theory, 2) using the elements that formed researcher‟s own definitions of school discipline, 
values and the integration of values into school discipline to analyse the empirical data for new 
theory.  Thus, the following lessons emerge from the empirical data on the justification, avenues 
and challenges of values integration into management of learners‟ discipline in Ugandan schools 
using selective coding: 
a) Participants who advocate for values integration into management of learners‟ discipline 
in the sampled schools tend to emphasize that values promote life-education manifested 
through formation of good leaders, maintaining brotherhood, tolerance to diversity, a 
relevant curriculum and lessening learner aggression.  
 
b) Participants who oppose values integration into management of learners‟ discipline feel 
that some values are marred with secular influences that tend to emphasize wrong 
knowledge and thinking to the learners. 
 
 
c) Effective integration of values into school discipline must be supported by more flexible 
avenues such as restorative justice measures and collective stakeholder participation so as 
to create professional learning communities other than crafting punitive centres of 
excellence.  
 
d) The lack of visionary school leadership (Leithwood & Riehl, 2008), lack of a set of 
values and negative environmental-wide effects are cardinal challenges to the fostering of 
a values-based education.   
 
e) According to the empirical findings, school discipline and values are conceptualized and 
contextualized where restorative justice, Custodialism and stakeholder participation in 
school management occur.   
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From the above interpretation therefore, the theoretical core of the chapter is that secular 
influences tend to weaken educators‟ efforts to instil life education and positive discipline if 
school managers have no defined values-based framework with a set of values and how they are 
articulated. Secularism at times offers the wrong knowledge which is characterized by 
freewheeling influences that might contribute to the formation of more rebellious and more 
permissive learners as well as eroding the moral value fibre.  
 
 
8.8 Conclusion  
The preceding pages have presented the participants voices on whether to integrate values or not. 
The same discussion has indicated the cardinal avenues used by educators and school 
management in value integration in the sampled schools. The same analysis has pointed out 
numerous school-wide challenges facing educators in value integration in management of 
learners‟ discipline. Finally the concepts of school discipline and values will be contextualized 
where school managers define a strong values-based agenda that will weaken secularist 
influences that hinder educators from instilling life education. Chapter nine provides the 
discussion of the study findings and the recommendations. 
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CHAPTER NINE 
 
DISCUSSION OF FINDINDS AND RECOMMENDATIONS 
 
9.1 Introduction  
This chapter presents a discussion of the study findings and the recommendations based on the 
research questions. In the discussion, the researcher examines the philosophical interpretations of 
the study findings by asking the fundamental question “why” in order to provide a chain of 
philosophical justifications to compound a logical premise and to extend new knowledge (Hume, 
1998). Similarly, argumentation around the findings is developed specifically to see through the 
strengths and weaknesses in the findings so as to build a discursive pattern (Olson, 2005:11). The 
new findings from the discussion are then confirmed with secondary sources using comparative 
analysis. Comparative analysis is a form of deductive reasoning which aims at comparing 
empirical data against other secondary sources and conceptualizations (Duchscher & Morgan, 
2004:605). Finally, study recommendations are drawn and further analysed in order to provide 
policy implications.  
 
9.2 Discussion of findings on the status quo of values integration into school discipline 
The discussion in this section was based on the research question, “What is the status quo of 
values integration into management of learners‟ discipline in Ugandan schools?” The answers to 
this question were empirically gathered from archival materials, dissertations on school 
discipline, school reports and minutes. Two major themes emerge from the data on this research 
question: 1) The roles of stakeholders in values integration and 2) The values espoused in 
schools.  
 
 
9.2.1 Discussion of findings on stakeholder roles in integrating values into school 
discipline 
 
With regard to the roles of stakeholders, five categories of stakeholders determine the status quo 
of values integration into management of learners‟ discipline in Ugandan schools. These 
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categories are the SGB, the educator, the government, the missionary and the community. The 
philosophical interpretation behind this is that advancement of values in learners‟ discipline is a 
collective educational responsibility involving all stakeholders.  Leithwood, Seashore, Anderson 
and Wahlstrom (2012:10) support this view when they argue that in order to ensure positive 
discipline in schools, there is need to empower groups of people with a stake in the school to be 
able to make significant decisions as a way of fostering institutional accountability.  
 
Consequently, as Botha (2004:239) in his article “excellence in leadership: demands on the 
professional school principal” observes, bringing on board several educational actors to 
deliberate on school matters helps to build collegial leadership. For example, bringing the 
community on board would open up to a collective understanding of the learners‟ family 
background factors as a fundamental antecedent of variations in learner aggression. The sorts of 
values that were developed during early childhood and development sometimes determine later 
behavioural changes. This is why Roche, Ensiminger and Cherlin (2007) point out that family 
background has a significant bearing on the nature of learner behaviours, classroom teaching and 
learning processes which aspects define school discipline and the relevant values to integrate 
during schooling. These family backgrounds, however, can be known if the cooperation of the 
parent and the community neighbourhood are brought on board.   
 
However, the fault in bringing a number of actors in the integration of values into management 
of learners‟ discipline could be that there will never be equal representation of all the 
stakeholders. This is then likely to affect ownership of decisions regarding agreement on the 
kinds of values to incorporate in learners. Nkata (2005) for example writes that not all 
stakeholders are likely to have the same say in school management because monitoring the 
school organizational performance is a sole work of the school principal and educator while 
overall control of schools remains the work of the SGB and government through policy making. 
Korsgaard (2003:106) further views that those who believe in Thomas Hobbes‟ moral 
philosophy could say that human beings would be motivated to make a contract with one 
another, in which they give up their power and freedom to a sovereign who would be able to 
enforce laws that would make life tolerable. When the sovereign is placed in authority and the 
laws are enforced, not only the political state, but also the moral obligation comes into existence. 
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In other words, school management is the implementing agency that is assigned the contractual 
obligation to integrate values in school discipline on behalf of the other stakeholders.   
 
 
Therefore, such an imbalance in stakeholder representation cannot ably permit collegial 
leadership to take precedence in management of school discipline since there is always a 
sovereign to enforce laws on behalf of others. At times, school managers complain that when 
parents are involved in school affairs they tend to interfere in matters that do not concern them, 
eventually dictating the impossible to the professional educators, as far as learner behaviour 
modification is concerned, yet some nasty behaviour developed by learners is often explained by 
poor parenting styles.  
 
 
9.2.1.1 Discussion of findings on the roles of the SGB in values integration into school 
discipline 
 
Regarding the roles of the SGB, the researcher found that their roles are to design school policy 
and make top disciplinary decisions in line with the school ethos and founding mission. The 
philosophical value in this finding is that effective schools must have a vision and philosophy 
which define the strategic direction in which school activity must be implemented. In the same 
way, Leithwood and Riehl (2003:6) argue that identifying and articulating a school vision is 
what defines effective educational leaders. They help their schools to endorse philosophical 
visions that embody the best thinking about learners‟ discipline, teaching and learning, so that 
they can inspire others to reach out for ambitious goals.  However, the weakness of the SGB is 
that beyond mere policy making it has no other function in which it can influence the process of 
values integration into school discipline. The methods of implementing such policy are dictated 
by the educator who is always available during classroom and moral instruction sessions, 
determines the methodology of imparting values and even has a say on which values to 
emphasise over and above others because there is little or no mechanism of supervision of the 
educator‟s work. And yet, as Mulema (2008:2) noted, some educators seem to lack 
comprehensive conception of the mission and dynamics of education in general. Therefore, 
entrusting them with the whole mantle of instructing and imparting values into learners may be 
risky.  
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9.2.1.2 Discussion of findings on the role of the government in integration of values into 
school discipline 
 
The other finding is that the role of government is to provide overall control of schools so as to 
bring its political and secular influence over the formal school. The philosophical implication of 
this finding is that government‟s obligation with schools is to provide the statutory regulation as 
a significant factor in guiding the implementation of disciplinary control measures in schools. 
Likewise, Joubert and Prinsloo (2001) write that the educational law by government determines 
two situations in schools: that positive discipline should be promoted, developed and behaviour 
regulated on the one hand; and that disciplinary measures are regarded as being unreasonable 
when they are excessive and administered in an irresponsible manner. It can therefore be argued 
that the role of government in the integration of values into the management of school discipline 
is to support educators in the enforcement process by providing guiding policy and protecting the 
learner in case of physical or psychological pain and damage.  
 
 
According to Sekamwa (2000a:63), the strength of government‟s intervention in matters 
concerning integrating values in schools is to provide an objective platform where imparting of 
both religious and secular values could be guaranteed in the formal school without favour.  
Sometimes, government has the capability to coordinate the affairs of schools because it has the 
financial force to do so. In this way, it is necessary that it plays a role of educational supervisor. 
More so, given the fact that government‟s role is to ensure national development (UNESCO, 
2002),  it is important that it monitors what schools give the learners in terms of how relevant 
this might be in the process of developing a professional and skilled person.  
 
 
But the weakness of government‟s intervention in integrating values into management of 
learners‟ discipline is that the autonomy, hitherto, enjoyed by religious owners of denominational 
schools is usually usurped by the government because it has the overall control of management 
in terms of curriculum design, financing and policy making. Through its programme of 
nationalisation of schools, government tends to confiscate denominational school structures, and 
in the end killing some of the programmes of the very proprietors of these schools.  
 
 
299 
 
9.2.1.3 Discussion of findings on the role of the community in integration of values into 
school discipline 
 
It was also found out that the community plays an important role in integrating values into school 
discipline. The philosophical implication of this is that the community role in values-education 
and school discipline is to introduce the socialization process. Through the socialization process, 
Scaggs (2009:18) argues, individuals have natural inclinations to establish a social bond with 
conventional society. The strength of an individual‟s attachment to others and the external 
publics reflects commitment to conformity and belief in the moral value of conventional society. 
It also represents the extent to which individuals are linked to society since schools are objects of 
social stratification. The resultant argument is similar to that of Payne, Gottfredson and 
Gottfredson (2003:749) that school attachment to society refers to the psychological linkage 
between individuals and their community as well as peers in order to strengthen school 
management. It can therefore be concluded that integrating values into management of learners‟ 
discipline involves the community‟s input, which begins from the home, continues into the 
neighbourhood, then to the school and later into the society. In each environment, personal, 
organizational, social and universal values are acquired by learners. In order to validate the role 
of the community in values-education development, Pink (1998) deliberates that:  
 
“The community imperative in values education is hinged on the social or 
Vygotskian constructivism. Vygotskian constructivism emphasizes education for 
social transformation and reflects a theory of human development that situates 
the individual within a sociocultural context. Individual development derives 
from social interactions within which cultural meanings are shared by the group 
and eventually internalized by the individual. Individuals construct knowledge in 
transaction with the environment, and in the process both the individual and the 
environment are changed. The subject of study is the dialectical relationship 
between the individual and the social as well as cultural milieu”.  
 
The above quotation could mean that integrating values into management of learners‟ discipline 
requires the constructivist approach where schools situate learners within the socio-cultural 
context. Good education is one focusing on the environmental imperative in the school. 
UNESCO (1998) observes that thoughtful educationists have observed that „the failure of 
education in the (twentieth) century is not the failure to teach humankind science, language or 
mathematics, but the failure to teach humankind to live together in peace and to harness the 
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potentials in individuals and societies for full and equitable development. Committed and 
persistent efforts are urgently needed from society to cultivate the positive values and social 
skills as well as the ethical foundations upon which such skills and knowledge must be based. 
The implication here is that in order to have positive discipline and education, the school cannot 
be separated from the community.  
 
However, the problem is that the community rarely gets involved in school management, 
especially in integrating values into learners‟ discipline. The curriculum over-emphasizes 
academic values and rarely incorporates the community facets that are crucial in advancing 
human development. To a greater degree, UNESCO (2002:16) indicates that in every dimension 
of human activity and interaction, issues of poverty, illiteracy, hunger, disease, over population, 
inequality and exclusion, have not been alleviated partly because the school seems to overlook 
them. UNESCO‟s observation appears to suggest that values imparted in the schools should 
enable learners deal with social problems and challenges. However because the school seems to 
over emphasise academic excellence at the expense of the community‟s imperative, these world 
problems and challenges have persisted.  
 
 
9.2.1.4 Discussion of findings on the role of missionaries in integrating values into 
school discipline 
 
The findings, on the status quo of values integration, further show that missionary educators 
were instrumental in education development in Uganda as well as integrating values into the 
management of learners‟ discipline.  The philosophical interpretation of why missionaries are 
instrumental is because they wanted to spread spiritual values in addition to academic values. 
This missionary ideology can best be described by Brink (2007:14). Brink said that the 
widespread feeling that God‟s authority is likely to provide a rock-bottom foundation to morals 
in schools should not be rejected as such, but rather deconstructed or analysed as a piece of 
intellectualist entrapment. The deconstruction should just show that one can understand the 
rigidity of ethics and the necessary character of moral truths transient in formal education.  
 
Hacker (1989) further supported Brink‟s opinion when he said that theist philosophers believe 
that no secular system can have true authority over people, systems, and education except when 
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God who is the source of wisdom is put first. True educational law presupposes the existence of 
a true authority, and only God has true authority. That is why Migliore (2003:174) further said 
that practical reason is encapsulated in the principles of John Locke and Emmanuel Kant who 
state that everyone should enjoy the maximal freedom compatible with a similar freedom for all 
the others, which defines the need for objective ethics, such as secularism, in formal schooling to 
compliment religious and moral ethics.  However, underestimation of the role of missionary 
education in the development of formal schooling in Uganda today is a weakness in itself. Issues 
of moral character have been historically approached from a religious standpoint, with character 
education emphasising self-control and behavioural follow-up through engagement in some form 
of Devine will because, as Rorty (1993:149) argues, God orders it; therefore it makes logical 
sense to include spiritual redemption in the process of values integration in management of 
learners‟ discipline. However, Nucci (1997) adds that emphasizing the religious will seems to 
underrate the fact that formal education is also supposed to stress rationality in moral decision-
making which is only permeated through the atheist principle in education.  
 
9.2.1.5 Discussion of findings on the educator’s role in integrating values into school 
discipline 
 
It was also found out that the educator is quite important in values integration into school 
discipline in Uganda. The philosophical wisdom here is that educators are important facets for 
propelling positive education because they provide lived experiences that aid implementation of 
positive discipline. This is partly because of what Nieuwenhuis and Potvin (2004) say that 
significant incidents in the educators‟ past, related to discipline, may explain current school 
discipline practices and also provide a strong platform for the sorts of values to emphasise in a 
classroom. Learners learn from their reflection on their educators‟ lived experiences. This is also 
the reason why the Ministry of Education and Sports (2004:10) provides that education cannot 
stand the test of time without professional educators. By the very nature of their profession, 
educators are supposed to be role-models and authority figures who convey values to their 
learners, many of which lie in the hidden curriculum, which no educator explicitly teaches but 
which learners acquire through the learning process (Dale, 2004). The philosophical premise in 
this is what Senge (1999:14) provides that, good educators provide visionary leadership, he says:  
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“Leadership is vision. It is hard to think about human communities bringing 
forth new realities that shape their future without embracing the notion of 
vision.”  
 
 
The mismatch comes when educators are not as professional as expected and are publicly 
challenged by the learners (Nsubuga, 2003). Educators exist to strengthen the code of conduct by 
taking primary responsibility for the child‟s values and discipline; they create a safe ambiance 
for the child‟s education to yield fruits. Moral character means a personality grounded in internal 
functional convictions of conscience known as autonomous ethics (Njoroge & Bennaars, 
2000:16). Consequently, development of values and character connotes education in freedom 
and personal responsibility as opposed to moralities of egoism and absolutism (Ehrlich, 
2006:43). The major reasoning is that if values are numerous, then there is no reason why they 
should be personalized like it was in the missionary-denominational school arrangement.  
Whether missionary schools or public-secular schools, values must not be put over and above 
others if they all really aim at providing the ultimate good.  
 
 
Existing scholarship shows that moral or ethical values are those that make a human being good 
simply as a human being and imply obligation (Vessels & Huitt, 2005:63). Whether secular, 
moral or religious; the purpose is to what extent do those values create an atmosphere of positive 
discipline in schools? As such, in advocating for the missionary factor in formal education it is 
not simply to advocate for any particularistic paradigm shift in values integrated in school 
discipline. Rather, due to the heteronomous nature of learners, educators, as well as the 
pluralistic character of the aims of education in today‟s Ugandan school; objective ethics should 
rule over the contextualization of sets of values used in formal schools in general. Formal 
schools are free to choose from a multiplicity of values to avoid imposing certain values on 
learners such as religious conservatism which might distort the fundamental essence of formal 
schooling (Lovat, 2000:54) or even political absolutism by the government which might turn 
missionary education into a hobbyhorse of the state.  
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9.2.2 Discussion of findings on values espoused in schools 
 
The findings reveal that the provision of values education is an important milestone in ensuring 
educational development in Uganda‟s schools. The philosophical sense of this is that values are 
needed in a society hit by evil and wrong human behaviour. Therefore, the school is the best 
place to impart values that change human behaviour for the better. This is why as in Australia, 
Graham and Gunders (2010:102) write, since the 19
th
 century the school has been seen and 
treated as a site for instruction in the basics of scholarship (reading, writing and arithmetic), a 
site for the development of useful citizens, proper socialization, a “skills-factory” and an agent of 
propaganda and ideology.  As a reactive agent against the ills of any given era, the school system 
is today routinely called upon to provide and deliver a curriculum that responds to whichever 
social crisis there is. In their words, Graham and Gunders (2010:102) argue that: 
“Teen pregnancy, venereal disease, drugs and alcohol abuse, terrorism, 
communism, new technology, media, globalization and an ever-ending “skills-
crisis” has all been part and parcel of curriculum deployment. Through the 
values-education programme, Australia, in 2002, moved to support a renewed 
educational agenda. The Values Education Programme (VEP) is a far-
reaching national morals campaign in schools based in nine core values: 
“care and compassion”, “integrity and doing your best”, “respect”, “fair 
go”, “responsibility, ”freedom”, “understanding”, “tolerance and inclusion”, 
as well as “honesty and trustworthiness” (Department of Education, Science 
and Training, 2005)”. 
 
 
The above extract from Graham and Gunders points out that values are integrated in schools 
mainly to foster compliancy to quality education and to minimize social ills among young 
people. Without a values-based education, it becomes difficult to ensure positive discipline in 
schools. But values are not only expressed in subject matter (pedagogy) but also in the school 
culture. In this way, learners have to conform to the values that are interwoven in the school 
culture as well as in the rules and regulations. By conforming to school practices, learners are 
considered to acquire values and norms. For example, conforming to the school code of conduct, 
daily school activities and to academic work reflects greater conformity to values.  
 
However, the researcher found out that there are different values that are espoused in schools 
each with different aims. From the findings, Ugandan schools espouse spiritual, moral, social, 
aesthetic, academic and universal values. The philosophical sense in this is that values are 
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judgments based on varying human desires especially how a person relates to his/her 
environment. This is why the list of values is broad and often differs in the dimensions. 
However, the weakness is that because values are numerous it is hard to make choice of an ideal 
value. This is because, as Oser (1996) says, values are not personal preferences based on taste; 
they are judgments based on more explicit and systematic ideas about a whole community. 
Because it is difficult to come up with a single value, there has been a clash of values between 
different stakeholders, each wanting its own values to be propelled in schools over and above 
others.  
 
Secondly, different denominational schools embrace different values that are in line with the core 
intentions of the school‟s establishment. The philosophical sense in this is that the nature of 
values espoused in schools tends to clarify the founding mission and philosophy of a particular 
denominational school. This is why the National Framework for Values Education in Australia 
Schools [NFVEAS] (2006:16) indicates that the values championed in schools must be replicated 
in the philosophy of the school in order to enable learners to exercise spontaneous judgement and 
responsibility in matters of morality, ethics and social justice, and make rational and informed 
decisions about their lives. Hence, the intention of different schools clarifying different values 
similar to their mission is that the concept of education must provide young ones a formation 
commensurate to their philosophy of life and vision for the future. This is why Njoroge and 
Bennaars (2000:64) said that education consists of survival and trans-survival values to enable 
young ones live responsibly and successfully. The educated person is one who combines both 
expertise with soundness of character and wisdom in judgement.  
 
However, the weakness in espousing different values is that schools tend to divert from stressing 
a uniform purpose (MacKenzie & Broderick, 2005). Consequently, each school will tend to 
emphasize contradictory educational philosophies in the end focusing on quite different 
educational objectives that do not adhere to the national educational goal. Philosophically, the 
positivity in emphasizing a similar set of values in all schools this is that reaching agreement 
about the values that guide the school, and the language in which they are described, is a 
precursor to successfully embedding of national values-education in the policies and practices of 
individual schools.  
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From the above submission, the researcher concludes that the failure to have a set of values to 
espouse in schools might lead to conflicting purposes machinated by an educational enterprise 
challenged by multiculturalist contemporary thoughts. For example, Hunt (2004:134) believes 
that the issues of values are outside the bounds of formal education, relegating it to the private 
sphere. He contends that in formal schools, there should be no moral lessons or exercises, no 
inculcation of moral rules or ideals, no use of moral praise or blame. Since the school is a public 
place that brings together learners and educators of diverse backgrounds, therefore there is a 
controversial divide of opinion concerning the role of schools in moral upbringing and hence in 
making choice of which values to elucidate.  
 
However, Genza (2008:3) supports the position that this neo-Kantian view of values-education is 
but an extreme reaction to an older form of moral erudition that tended to indoctrinate rather than 
actually educate youngsters. On another strand, if moral and spiritual indoctrination is dangerous 
Beaty (1999) argues, then ethical neutrality, relativism and agnosticism are treacherous yet 
school management cannot simply ignore integrating values into learners‟ education. Therefore, 
educators need to come up with a set of values that are all-embracing in themselves in order to 
minimize tendencies towards embracing a single moral virtue.  
 
The findings indicate that spiritual and moral values were highlighted more in religious schools 
(Christian and Islamic schools) than in public and private schools. Perhaps religious schools in 
Uganda aim at producing learners who are both academically sound and good hearted towards 
others as the basis for true citizenship education. This is similar to what Rachels (2000:9), on the 
elements of moral philosophy, says that it is the moral duty of humans to pursue moral ethics 
where both the body and soul are squarely addressed. Such ethical morality helps to extend 
goodness to others. For example on top of learning knowledge and skills, learners need to be 
guided by educators to denounce ethical egoism which promotes individual interests other than 
the interests of others. But the fault could be that schools may over emphasise moral and spiritual 
values at the expense of academic and social values. Nakyanzi (2004) argues that formal 
education must balance between imparting knowledge and preservation of the ethical component 
in learners. For example the curriculum must emphasise skills and knowledge on the one hand as 
well as morality on the other hand.  
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It was further found out that through promoting aesthetic values, learners are encouraged to be 
productive, creative, must possess talents, and possess a love for beauty and excellence in any 
progressive education system. In a similar way, Chung-Yuan (2011:15) argues that aestheticism 
tries to reconcile the polarities; creativity and imagination with knowledge and skill in order to 
achieve a balanced and strengthened way of approaching formal education. The philosophical 
sense in Chung-Yuan‟s submission is premised on the Chinese moral philosophy called Taoism 
that in order for schools to produce an all-round learner, they must provide knowledge and skills 
on the one hand and creativity and imagination on the other hand as elements of aesthetic values. 
Taoism is a sort of interpenetration between nature and man which is purified through the 
process of education.  
 
At the same time, the findings reveal that social and universal values are also enforced in 
Ugandan schools. Highlighting such values is specifically meant to safe-guard the social order as 
a cultural obligation and as the basis for building positive citizenship and patriotism. This is 
similar to Veugelers (2000: 37) who argues that educators are supposed to prepare learners to 
function in a democratic society; to educate them for citizenship by adapting the calculating 
citizen and the critical democratic citizen who are also taking responsibility for the functioning 
of the community. Critical democratic citizens have a critical social attitude in which a critical 
disposition is combined with solidarity with others to justify the social and universal sense of 
education.  
 
 
9.3 Discussion of findings on avenues for optimal integration of values into school 
discipline 
 
The discussions for this section hinged on the research question, “How can values be optimally 
integrated in the management of learners‟ discipline in Ugandan schools, in the opinion of 
educators, learners, counsellors and principals?” The response to this question is two-fold: 1) 
Participants‟ perceptions on whether values should be incorporated into school discipline and 2) 
Avenues through which educators optimally integrate values into management of school 
discipline in Uganda.  
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9.3.1 Discussion of participants’ perceptions on whether values should be 
integrated into school discipline 
 
With regard to whether values should be incorporated into management of learners‟ discipline in 
Ugandan schools, the study participants gave two conflicting views. Some voices justify that 
values should be incorporated into learners‟ discipline.  Other voices oppose the issue of 
integrating values into learners‟ discipline.  
 
 
Those participants in the study that support the view that values should be incorporated into 
learners‟ discipline in Ugandan schools argue that values emphasise life-education. Life-
education propels virtues such as forming respectable leaders, maintaining brotherhood and 
peace education, having tolerance to diversity, have a rich and relevant curriculum, lessen 
aggressiveness and misconduct, and character formation. To support this same view, 
Quisumbing (2002:3) wrote that life-education enables the blending of true development of 
human beings which involves more than mere academic excellence and economic growth. At its 
heart there must be a sense of empowerment and inner fulfilment of learners. This alone will 
ensure that human and cultural values remain paramount in a world where political leadership is 
often synonymous with tyranny and the rule of “a narrow elite". People‟s participation in social 
transformation is the central issue of our time. This can only be achieved through the 
establishment of societies, which place human worth above power, and liberation above control. 
In this paradigm shift, development requires democracy and the genuine empowerment of the 
people because education is aimed at social emancipation. 
 
From Quisumbing‟s above observation, one can safely say that values are necessary in schools in 
order to help educators easily highlight the three domains of education; the cognitive, affective 
and psychomotor domains. The cognitive domain focuses on education for skills and knowledge, 
the affective domain focuses on education for the moral being of learners, and finally the 
psychomotor domain focuses on practical education. All these combined, promote life-education. 
This opinion confirms John Dewey‟s treatise on education as a public business: 
“Education is a public business…in a sense that … the school has power to 
modify the social order. And under our political system, it is the right of each 
individual to have a voice in the making of social policies as; indeed, he has a 
vote in the determination of political affairs. If this be true, education is 
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primarily a public business, and only secondarily a specialized vocation. The 
layman, then, will always have his right to some utterance on the operation of 
the schools (Dewey, 2008:2)”. 
 
 
From the discussion above, it can be philosophically interpreted that life-education presents a 
school to be a means of bringing the child to realize the social scene of action. For example, 
teaching history, biology or mathematics is meant to equip learners with disciplines that contain 
life skills. Dewey (2008:3) supplements that life-education gives a criterion for judgment. 
Educators must also test their learners by finding out whether they afford the conditions 
necessary for the formation of good judgment. Judgment is the sense of relative values that 
involves ability to select, to discriminate and to know what is good and bad. According to Tigner 
(2000), life-education also embraces the values of culture, of information (knowledge and skills) 
and of discipline placed in a context of social life. Discipline is genuinely educative only if it 
represents a reaction of information into the individual‟s own powers so that he brings them 
under control for social ends. Culture, if it is to be genuinely educative and not a factitious 
varnish, it represents the vital union of information and discipline. In other words, education 
marks the socialization of the individual in his outlook upon life. 
 
 
On the other hand, those who oppose the integration of values into management of school 
discipline argue that educators could use the values-education programme to impart secular 
influences whose aims are to provide disastrous knowledge, over emphasis of academic values, 
learning bad vices and the permissive practices which some values may create in learners. Such 
traits are the foundation of a disruptive community of learners in any school. The axiological 
sense here is that values could be destructive to schooling and learning if used irresponsibly. For 
example, today‟s schools tend to over emphasise academic values at the expense of bringing out 
the moral ethical component of schooling. This is why Delors (1996:45) argues similarly that:  
“Thoughtful educationists have observed that „the failure of education in the 
(twentieth) century is not the failure to teach humankind science, language or 
mathematics, but the failure to teach humankind to live together in peace and to 
harness the potentials in individuals and societies for full and equitable 
development”.      
 
                  
More still, UNESCO (2002:12) describes that although values imply a new vision that goes 
beyond an instrumental view of education; the challenge of pursuing this new vision lies 
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however in changing the aims of education and confronting the tendency of distortions in 
education. For example, in the Republic of South Africa the government has taken a very bold 
step to denounce tendencies towards human distortions by first putting in place a national 
philosophy which is “UBUNTUISM”. This philosophy simply demands that every product of 
formal schooling should be judged to be of good character and deeds manifested in “learning to 
be”. The essence of “learning to be”‟ demands that we should emphasize the full development of 
all the potentialities of a learner such as memory, reasoning, aesthetics, imagination, and 
communication skills as well as physical capacities without negative indoctrination that could 
infiltrate bad traits into the learner.  
 
The philosophy of UBUNTUISM, practiced in South Africa, has given rise to the philosophy of 
formal education in South Africa which is an Outcomes-Based-Education (OBE). Outcome-
based education helps to focus discussion on the relationship between the curriculum and 
professional practice. Malan (2000:7) says that the use of an Outcome-Based Education model 
can highlight neglected areas, in the teaching-learning process while recognising the importance 
of traditional disciplines and content areas. Blending OBE with academic disciplines calls for a 
comprehensive integration of values in the classroom pedagogy. By specifying the level of study, 
it can encourage higher level objectives and not just rote learning. However, the problem with 
Ugandan education is that the country lacks a solid national philosophy, like that of South 
Africa, on which to build a system of life-education; to provide a working link between academic 
efforts in schools with the world of work.  
 
 
Much as the Government White Paper (1993) provided a new beginning in realizing focused 
changes in Ugandan education, some of the recommendations and policy directives in the White 
Paper have remained rubber stamp ideas that are never implemented in Uganda‟s formal 
education. For example, the issue of using education to produce patriotic graduates has never 
been realized. This is why many public servants are into massive misappropriation of public 
funds without duly recognising that they are suffocating the country‟s ability to provide social 
services to its people.  
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9.3.2 Discussion of the avenues for optimal integration of values into learners’ 
discipline in Ugandan schools 
Regarding the avenues of optimal values integration, the study findings are that Ugandan schools 
highly use physical punishment (Custodialism) to integrate values into learners‟ discipline. 
However, physical punishment has proved to be punitive and those who support physical 
punishment indicate that some children need to learn when pain is inflicted upon them. In this 
way, they learn to obey rules and work hard. The philosophical sense in this is that disciplining 
learners requires instilling a sense of fear in order to propel positive education. Van Wyk 
(2000:6) complements that physical punishment is a traditional method of disciplining learners in 
Africa, which make educators feel empowered enough to deal with discipline. This is why in 
some states in the United States of America; corporal punishment is still exercised as a measure 
to ensure zero-tolerance to extreme cases of learner indisciplined like homicide.  
 
 
 
Scaggs (2009:123) argues that despite the fact that the school-based homicides involving 
children (ages 5-19) remained relatively the same between 1992 and 2001, a vibrant call to “get 
tougher” in these institutions was budding. A popular response to the growing public fear of 
juvenile crime and school shootings was the implementation of wide-spread disciplinary policies 
(i.e., Zero Tolerance Policies). Even participant voices in Ugandan schools similarly appealed 
that there are cases where learners‟ behaviour is extremely bad that it necessitates use of punitive 
measures to remove those who have violated the school rules and regulations and enhance social 
exclusion.  
 
On the other hand, there are those participant voices that oppose the use of physical punishment 
to control learners‟ discipline. They argue that values cannot be integrated in a situation of 
excessive intimidation in the hope of impressing upon learners total sanctity. Rowling (2005:54) 
supports those who oppose use of physical punishment to discipline learners. He indicated that 
physical punishment brings about trauma. Traumatization involves feelings of helplessness, loss 
of control, lack of trust and depression. Traumatized learners tend to develop an antagonistic 
attitude towards educators which, in the end, leads to more indiscipline. This is why, as 
Mukhumo (2002:23) further argues, the use of corporal punishment has been rightly abolished in 
schools because it infringes on the rights of children by traumatizing them.   
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According to Global Initiative to end corporal punishment of children (2009:1), in countries 
where governments are refusing to introduce law reform to prohibit corporal punishment of 
children or are actively opposing it, international human rights law and national law can be used 
to “force” them to accept their obligations to realise children‟s rights.  Devine (2002) adds that 
most states have provisions in constitutions or other basic laws that prohibit corporal 
punishment, for example laws protecting people‟s human dignity and physical integrity, 
prohibiting cruel or degrading punishment or treatment, or stating everyone‟s right to equal 
protection under the law. These national legal provisions can be used to challenge corporal 
punishment in all or some settings, in addition to using the international instruments which the 
state has accepted.  
 
 
Although physical punishment is effective in cases where learners need to be coerced to reduce 
maladjustment, its use in integrating values into management of school discipline has been 
questioned by law reform institutions worldwide that it becomes too risky for educators to use it 
in the current school system (Dinkes, Kemp, & Baum, 2009:44).  This is why the study further 
found out that restorative justice could be an important avenue to use by educators to manage 
school discipline in Uganda. The philosophical justification of the above finding is that 
restorative justice comes in as an alternative enforcement method other than the use of punitive 
sanctions. Restorative justice could be in form of services by counsellors and school chaplains 
who ensure that learners are guided spiritually, psychologically and morally as part of their 
mental and social preparation. Examples of restorative justice methods used are religious and 
social clubs, gatherings and counselling and guidance events.   
 
Similarly, Laelia, Apicella, Brakarsh, Dube, Jemison, Kluckow, Smith, and Snider (2006:685) 
argued that learners face many psychosocial problems leading to maladaptive behaviour, that it is 
necessary to employ the services of counsellors to help such learners. For instance, a number of 
psychosocial syndromes among children aged 10-17 years…were found to be severe and 
reflective of behavioural disorders (Betancourt, Speelman, Onyango, & Bolton, 2009). However 
in some schools visited, there are participant voices which criticize the use of restorative justice 
measures as being too soft and too passive especially when used on extremely stubborn learners. 
Their views are in line with what Munn and Chalmers (1992) supported that schools must adopt 
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a “Zero-Tolerance” approach to solving discipline problems. This approach shows that no form 
of misconduct, no matter how trivial, should be tolerated; it must be punitively punished for fear 
of such disruptive tendencies to persist in future.  
 
 
It was further found out that management of discipline in Ugandan schools is a collective 
participatory endeavour, where the school administrators, parents, educators, learners, the 
community and government are all important facets in the integration of values. The 
philosophical implication of this is that effective school management is achieved where 
educational stakeholders complement each other in an organizational participatory arrangement 
(Nkata, 1996). The term “participation”, in the broadest sense, is to encompass transparency, 
openness and voice in both public and corporate settings. Thus, participatory processes must 
entail open dialogue, broadly active civic engagement and it requires that individuals have a 
voice in the decisions that affect them (Stiglitz, 2002:165). In essence, educational actors 
collectively participate in designing the best channel through which they can pass on values to 
the learner as a voice of decision makers.  
 
Strahan and Layell (2006:149) argue that effective school discipline evolves from a team effort. 
The Annual General Meeting (AGM) for example is a central event that comes at the end of each 
academic year to bring together all these stakeholders in order to discuss pertinent issues 
pertaining to the learner‟s transgression. The parents, for instance, participate either passively 
through representative bodies like the Parents‟ Teachers‟ Association (PTA) or actively by 
meeting with educators on an individual basis during visitation days, and the purpose of such 
meetings is to design strategy for better control of the learners‟ behaviour. Leithwood and Riehl 
(2003) support the above views that through collective stakeholder participation in school 
management, school leaders can promote equity and justice for all students by establishing 
school climates where patterns of discrimination are challenged and negated. 
 
 
9.4 Discussion of findings on the challenges of values integration into management of 
learners’ discipline  
 
This research question is, “What are the challenges facing educators and learners in the 
integration of values into the management of learners‟ discipline in Kampala district schools?” 
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Participants‟ findings pointed to poor school administration arising from school managers‟ lack 
of right leadership skills. This finding is in harmony with Leithwood and Riehl‟s (2003:3) 
argument that it is the nature of the principalship that determines the progress of the school. 
Scratch the surface on an excellent school and you are likely to find an excellent principal. Peer 
into a failing school and you will find weak leadership. The conventional wisdom is that leaders 
are thought to be essential for high-quality education. Again Leithwood and Menzies (1998) 
argue that educational leaders could guide their schools through the challenges posed by an 
increasingly complex environment.  The school principals could respond to increasing diversity 
in learner characteristics, including cultural background and immigration status, income 
disparities, physical and mental disabilities as well as variations in learning capacities. They 
could manage new collaborations with other social agencies that serve children.  
 
Again the challenges facing educators in integrating values into school discipline also involve 
failure to define which values to emphasize in schools. Sometimes, the concept “values” has 
been misinterpreted by schools to mean imparting of religiosity at the expense of secular values. 
Iliescu (2010:1) argued that there is a wrong presumption that a fully developed ethics is not 
autonomous from religion; that God is the supreme authority from which moral truth springs and 
that ethics originates in religion and not in some sort of secular morality. According to Inglehart 
(2008), the contemporary moral argument is that objective moral ethics exists where religious 
ethics and secular ethics complement each other in order to resolve ethical crisis in contemporary 
western debate about values.  Again, there is a debate among educators on whether learners 
should only acquire academic values at the expense of moral and spiritual values. This 
misdirection has led to the challenge of deciding which package of values is appropriate for 
learners.  
 
Another challenge to the integration of values into management of learners‟ discipline is the lack 
of proper staff motivation (Hyndman & Thorsborne, 1993). Many participants indicated that 
because of poor pay; most educators do not spare enough time to get involved in mentoring 
learners. The study by Sekiwu (2003:53) also indicated that poor staff remuneration leads most 
of them to moonlight for greener pastures. In the end, little time is dedicated to mentoring 
learners in order to ensure positive behaviour. Educator absenteeism is rampant in many primary 
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and secondary schools in Uganda mainly because of the meagre salaries they get, consequently 
dedicating most of their energies to outsourcing alternative sources of incomes.  Eventually, 
learners are left on their own without mentors. The philosophical sense in this argument is that 
positive discipline in schools is commensurate to high motivation of educators. A satisfied 
educator will spare most of his or her time in the service of the learners, closely supervising them 
in order to ensure that they grow up into responsible citizens (Rainer, 2002:24). However, Rasi 
(2002:33) says that the bitter pill in this is that it is dangerous to peg any financial factor to any 
service that is given by any professional educator. In their training, educators are told to provide 
teaching and mentoring in a professional way even when they may not be well-remunerated.  
 
The findings further show that the moral conduct of some educators is generally poor, 
consequently failing to be role models, which further hinders the process of integrating the right 
values into learners‟ discipline. Likewise, Luggya (1991:43) stresses that the educator is where 
the strength of an education institution lies. It is unlikely for learners to get superior education 
unless the educator is superior. No education system can rise higher than its educators 
(Government White Paper, 1993). This is mainly because of the professionalism, talents and 
creativity of educators especially on decisions that have direct bearing on their work. Finally, 
some school rules and regulations used by educators are too harsh and too authoritarian tempting 
learners to resist them. 
 
Because of their nature, learners tend to behave only when at school but when they cross the 
school premises they cease to follow such harsh rules. This argument is similar to that of Lwanga 
(2009) who argues that sometimes harsh rules and regulations may propel learners to follow 
them only if they are policed and closely monitored. On the other hand, Schoonover (2009) 
argues that in some schools rules and regulations are supposed to prevent youth from 
misbehaving in school; however, they actually lack a deterrent effect, and may even increase 
indiscipline. Another challenge relates to the poor teaching methodologies which arise due to the 
problem of large classes. The government of Uganda has blessed the introduction of the 
universal free education programme for basic education (primary) and secondary education.  
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Because of this policy, large numbers of learners have joined schools especially in rural areas 
consequently leading to the problem of managing such classes. The philosophical sense here is 
that imparting of values in such large classes becomes a problem because educators do not have 
the capacity to attend to every learner to ensure close monitoring and supervision (Kounin & 
Gump, 2009:554). This is why often times policy makers have complained that the products of 
UPE and USE schools are half-baked. Finally, today‟s school is placed in a society trapped in 
media problems like pornography and violence which behaviours are the leading environmental 
causes of learner maladjustment in Ugandan schools. This view is similar to that of Banjagala 
(2010) who acknowledges that the negative influences from the media have led to the increased 
destruction of the moral fibre of today‟s learners.  
 
 
9.5 Study recommendations 
 
In order to ensure that strong value systems are built in schools, the researcher recommends the 
following measures divided into three categories: 1) recommendations on the status quo of 
values integration, 2) recommendations on the avenues for optimal integration of values and 3) 
recommendations on the challenges for values integration. Below are the recommendations on 
the status quo of values integration. 
 
9.5.1  Recommendations on the status quo of values integration 
Recommendations for this section are categorised into: recommendations on stakeholder roles in 
values integration and 2) recommendations on values espoused in schools.  
 
9.5.1.1 Recommendations on stakeholder roles in values integration 
1. Archival data has indicated that the SGB, educators, missionary/religious institutions, 
government and the community are active players in values integration in management of 
school discipline. Their presence defines collegial leadership to ensure positive 
ownership of decisions. Because of this, it can be recommended that collective 
educational responsibility from all stakeholders should be sought in order to strengthen 
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collegial leadership in the process of values integration into management of school 
discipline.  
2. Documented data shows that the SGB is the supreme policy making body in Ugandan 
schools. Therefore, its presence in informing the values integration process is 
instrumental in providing synergy. From this therefore, it can be recommended that the 
guidance and leadership of the School Governing Body (SGB) are strongly needed by 
schools to effectively propel positive values integration in management of leaners‟ 
discipline. This could be achieved when: 
a) Members of the SGB intervene in values integration by periodically reviewing 
policy used to implement learner behaviour (such as rules and regulations) 
and participating in choosing a set of relevant values to integrate in the school 
curriculum.  
 
b) They empower school management to initiate life-talks embracing the social, 
moral, spiritual, economic and political issues because these issues are quite 
central to child education and the building of citizenship. These should be 
given equal time throughout the school calendar and in classroom instruction 
sessions. 
 
3. The School Governing Body should design policy that hinders educators and school 
management from overemphasizing academic values with little concern for other 
educational values that form part of the life of the learner. According to Genza (2008:30), 
education and discipline is not all about passing examinations and acquiring knowledge 
and potential skills. Sebring, Alensworth, Bryk, Easton and Luppesen (2006:184) 
building positive school discipline also involves tapping lifelong learning skills such as 
honesty, piety, morality, patriotism and many others. It is the responsibility of school 
principles to ensure that all relevant educational values are encouraged and catered for 
throughout the school life of a learner.  
 
4. Since the government‟s obligation in schools is to provide the statutory regulation as a 
significant factor in guiding the implementation of disciplinary control measures, the 
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researcher recommends that government provides unbiased statutory regulations in order 
to implement a transparent process of values integration in management of learners‟ 
discipline. Unbiased in the sense that the government should not be seen to over 
emphasize secularist values at the expense of the religious and moral values. Both theist 
and atheist views about education should be allowed to co-exist in building strong 
positive schools.  
 
5. There is need to increase the community‟s involvement in integrating values into the 
management of learners‟ discipline in Ugandan schools. The findings indicate that the 
community is at times overlooked when it comes to matters of school management and 
yet it plays an important role in building conformity and professional learning 
communities in the school (Byarugaba, 1990). The community could be involved in 
integrating values into management of school discipline when its members are elected on 
school governing bodies to give their views and make policy.  
 
6. In religiously founded schools, the role of missionaries/religious bodies in integration of 
values in schools should be strengthened by actively supporting their interventions. Their 
interventions could be through the repossession of their schools that had been taken over 
by government. From the empirical findings, it is clear that missionaries are instrumental 
in the development of Ugandan education. They strongly emphasize God‟s authority 
using formal education in order to provide a bottom-rock foundation of moral 
development in contemporary Ugandan schools.  
 
7. The repossession of religiously founded schools from the government by 
missionaries/religious bodies should not mean taking full powers over the schools. It 
would simply mean taking over responsibility of integrating values into learners through 
moral and academic instructions; which implies that missionaries should reclaim their 
original role of appointing and transferring educators and school principals into their 
schools other than government doing this role. Wringley (2003:88) comments that 
national governments should put the founding bodies in the sole charge of promoting 
values-education in learning. The role of government should remain financing and 
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welfare development of schools (Nkata, 1996:43; Uganda Catholic Episcopal 
Conference, 2006) since it is where it has the strongest grip. 
 
8. However, missionaries/religious bodies should desist from overemphasizing religious 
values in pluralistic schools of today. They should balance between theist and atheist 
values as long as these values define what is of moral and ethical value. This could be 
achieved through accepting learners of different faith groups to exercise their liberty in 
the religiously founded school and avoid restricting certain faith groups to interact freely. 
In addition, Wolhuter and Steyn (2003:521) observe that secular programmes like 
leadership talks, patriotic programmes, learners from diverse thought processes like 
homosexuals and gays should all be accepted because they have a right to access 
education in what they feel is a good school. Society has grown to an extent where being 
gay or straight is a human choice; it is not a crime or sin to be a gay for instance.  
 
9. Findings indicate that the role of educators in the process of values integration in 
management of school discipline is unrivalled. Therefore, educators‟ roles should be 
supported by giving them enough time on the school calendar to provide spiritual and 
moral counselling and to establish restorative justice methods of disciplining deviant and 
bully learners (Witvliet, Worthington, Root, Sato, Ludwig, & Exline, 2008:15). 
According to White and Algozzine (2001:6), restorative justice methods are rich in 
ethical evaluation of learners, and they give chance to a learner to discover his or her self-
dignity and self-worthiness in order to grow more responsibly. According to Mpenja 
(2006:8), educators are obligated to emphasize social value systems, economic wellness 
requirements and leadership values as other important facets to learner‟s education life 
and discipline. 
 
10. Educators should use school gatherings like assemblies and classroom environments to 
pass on life principles like togetherness, patriotic principles, hedonism, benevolence 
attitudes, leadership, security and economic growth. Students must be brought to compete 
in values-assimilation. Mulambuzi (2001:113) supplements that educators must give 
learners tasks and projects on life principles and the best learners should be awarded 
prizes of encouragement. Such tasks might include leadership ability, moral development 
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where the most highly moral learner must be praised and rewarded. At this level, there is 
need to reinforce learners by giving praises to those who seem excelling in depicting 
certain key values. Wilson and Lipsey (2007:130) argue that positive reinforcement of 
learners is part of the disciplining process. Praising learners is one of the positive 
reinforcement measures schools could adopt other than use of harsh treatment and 
punitive methods. 
 
11. There is also need for school management to encourage more staff training and 
development programmes intended to increase professionalism among educators. Since 
educators are instrumental actors in the process of integrating values into schooling, they 
are supposed to be role-models in order to realise positive school discipline. According to 
Larson and Murtadha (2002:159), professional educators help develop school cultures 
that embody shared norms, values, beliefs and attitudes and that promote mutual caring 
and trust among all members. School culture sets a tone and context within which work is 
undertaken and goals are pursued.  
 
9.5.1.2 Recommendations of the values espoused in schools 
 
1. Findings have indicated that there are numerous values espoused by different 
denominational schools depending on the founding mission of the school. However, each 
of these values is quite instrumental in the education of the child irrespective of the type 
of school and values; whether religious, moral or secular values. Therefore, Ward, Penny 
and Read (2006) comment that the Ministry of Education and Sports in collaboration 
with educators should identify a set of values that promote lifelong learning and positive 
citizenship and then encourage schools to incorporate them in management of learners‟ 
discipline using the school curriculum, co-curricular activities and during moral 
instruction. 
2. Religiously-founded schools should desist from only articulating academic and spiritual 
values at the expense of other important values like the secular values which are also 
important to the entire training given to the learners (Cameron, 1999:33). According to 
Skoe and Von der Lippe (2002:489), education today must represent both moral, 
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spiritual, social and life values in an effort to support Outcome-Based-Learning (OBL). 
Similarly, the Government White Paper (1993:1) indicates that government attaches great 
importance to the development of education when it recognizes that education is a 
powerful tool for social transformation if it embodies all life values.  
 
3. Educators and principals in all schools should balance between imparting secular and 
religious values. All these values should be treated as vital in child education and 
development, where there is need for all schools to realize that education plays a critical 
role in achieving spiritual, moral, intellectual, ideological, cultural and social 
development, as well as the national goals of unity, democracy, economic progress and 
security of all its citizens (Hanson, 2008:299). Therefore the new direction given to all 
schools is to help in embracing and maintaining all values (be it secular, moral or 
religious) because they all facilitate an all-round person (Singh, 2008:49). Over reliance 
on particular values is just a smaller part of the whole process of schooling and 
disciplining learners (Olweus, 1993; Omwona, 2008; Ongom, 2001). Education should be 
in position to produce an all-round person with spiritual, moral uprightness and academic 
growth (Meyer, 2000:116; Ngubane, 2009:46). This will eventually ensure that learners 
keep law and order in society. They are faithful to their constitution and possess a right 
consciousness. In order to ensure this, educators must work towards seeing that what they 
teach and all the school programmes provide access to the promotion of all key life 
values (Mda & Mothata, 2000).  
 
 
4. The integration of values into schools and learning should be made more systematic and 
practical so as to ensure positive results. For example, findings indicate that religious 
education is usually taught as an examinable subject but not as a discipline to provide 
moral instruction to learners. Instead, schools should begin to use religious education as a 
discipline meant to inspire learners to positively change their behaviour. This is similar to 
what Felderhof (2002:69) argues, that religious education provides a philosophy of 
redemptive discipline which gives a special and inclusive emphasis to the regular 
judiciary process as it undertakes to awaken the moral, social and spiritual sensitivities of 
the learner relevant to the infraction committed. The whole process is imbedded in the 
intentional structure of confession, forgiveness, restoration and desire for character 
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building. Redemption of the wrongdoer is the clear focus of a philosophy of redemptive 
discipline.  
 
5. Again, secular knowledge acquired in class should demonstrate academic as well as the 
spiritual and moral aspects vital to the latter life of the learner (Rasi, 2002:57). For 
instance, educators must always show learners the relevance of what they teach them. 
One Ugandan educator once remarked that disciplines like history must be made more 
relevant to learning. History is the study of past events to be able to inform the present 
and future. Therefore, seeing its importance in the present and future, the discipline must 
be made more practical and relevant by deriving key values and lessons as well as 
identifying its significance to the social, aesthetic and moral development of learners. 
 
9.5.2 Recommendations on the avenues for optimal integration of values 
These recommendations regarding the avenues for optimal integration of values into 
management of school discipline are sub-categorised into: 1) the justification of whether values 
should be incorporated into management of school discipline and 2) the avenues through which 
values are integrated into management of school discipline.  
 
9.5.2.1 Recommendations regarding the justification of whether values should be 
incorporated into school discipline 
 
1. In order to promote life-education, values should strongly be incorporated into 
management of school discipline. However, choice of values should be pegged onto those 
that strictly promote lifelong learning in the context of producing a morally upright, 
intelligent, creative, spiritually astute and culturally sensitive learner.  
2. In order to form good leaders, educators must involve learners into community 
development projects through formation and taking lead of community development 
clubs and taking part in community awareness campaigns that contribute to the 
community‟s effort to alleviate social and economic problems. This requires further that: 
a) Community education is practically promoted in schools to contribute to the 
social and economic development of the country (Government White Paper, 
1993:8; Ruthanne, 2008:103). 
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b) Schools should develop community rehabilitation schemes and enable learners 
participate in community rehabilitation as one way of promoting social values 
and positive discipline. According to Byarugaba (1990), a learner who is highly 
aware of the community problems and seeks to participate in alleviating them is 
quite disciplined and ready to make a positive impact on the society after school. 
 
3. In order to form better leaders, an inclusive education should be emphasised 
(Government White Paper, 1993:8). Inclusive education refers to the promotion of 
Outcome-Based Education (“UBUNTU” or Obuntu bulamu), citizenship education, 
lifelong learning, the feeling of care for others and patriotism.   
a) The Government of Uganda and the Ministry of Education and Sports should 
draft a national philosophy on which all educational policies and actions 
should be pegged. This national philosophy should have the most revered 
human values that all people should quest for and use the same national 
philosophy to draft a national education philosophy. The role of educators and 
schools should be to ensure that learning is implemented in the context of the 
national philosophy of education (Ryan & Patrick, 2001:437). Schools should 
closely monitor learners‟ conduct and peer groups to ensure that learners are 
not influenced to behave in bad ways. 
 
b) Encourage shared participation with parents on matters pertaining to the 
progressive development of the learner in terms of moral upbringing, 
academic growth and spiritual development. 
c) Schools should avoid teaching disciplines that encourage learners to become 
rebellious and truant. In order to avoid this, classroom instruction should be 
blended with moral instruction and counselling sessions.  
 
 
9.5.2.2 Recommendations regarding the avenues for optimal integration of values  
1. Educators and school administrators should promote more of the restorative justice 
methods of disciplinary control because they are more flexible and encourage more 
self-correction compared to the custodial methods and the use of custodial methods 
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like corporal punishment has been rejected by the government and human rights 
bodies (Ryan & Patrick, 2001:437). Such restorative justice methods include the 
introduction of moral and social clubs in schools, counselling and guidance sessions 
with fully established school counsellors among others.  
 
2. Schools should encourage more participation of stakeholders (like parents, the 
community, learners and government) in the integration of values into management of 
learners‟ discipline. Nkata (1996:56) says that stakeholders can participate passively 
through representation on the PTA and on the School Governing Body. They can also 
participate actively through attending school meetings intended to share with 
educators on matters pertaining to their children‟ behaviours. Such stakeholder 
meetings encourage the element of professional learning communities in schools, 
bringing accountability and collegial leadership into school affairs. 
 
9.5.3 Recommendations regarding the challenges of values integration into school 
discipline 
Several challenges in the integration of values into school discipline were noted. In order to deal 
with these challenges, the following recommendations are made. 
 
9.5.3.1 Policy-related recommendations 
1. A critical aspect to positive school performance is ensuring good and visionary leadership 
(Leithwood & Riehl, 2003; Nsubuga, 2008). School principals are obligated to fully engage 
in the monitoring, evaluation supervision and coordination of school activities and resources 
for the smooth running of schools. Without proper management and accountability, educators 
will continuously face the wrath of declining discipline. Nsubuga (2008:66) argues that good 
leadership is required in the process of maintaining order and effective performance of 
schools in Uganda. Positive discipline cannot be promoted without effective leadership 
(Ryan & Patrick, 2001). Therefore schools can integrate values into management of learners‟ 
discipline when they adopt good leadership traits. This can be achieved when: 
a) Schools adopt more collaborative and transformational leadership  
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b) Schools distribute the responsibility and power of disciplining and integrating 
values into learners among several stakeholders to encourage share decision-
making powers.  
 
c) Encourage effective group problem-solving measures during staff meetings. 
 
d) Create opportunities for staff development in order to increase their 
professionalism in handling disciplinary matters. 
 
 
2. School rules and regulations should not always be commands that emphasize only 
DONTs rather than Dos. The rules and regulations should be designed in such a way that 
they guide learners on responsible learning. According to Patel (2007:67), school rules 
should not be used to harass learners; rather they should be used to direct them to what is 
right and positive discipline.  
 
3. School rules should be educative and portray a sense of life education. School rules and 
regulations should be designed in such a way that they are educative and focus on 
responsible training and directing of learners towards positive life. For example a school 
rule and regulation of the kind, “Avoid irresponsible partnerships that might lead you 
into trouble”.  
 
4. Schools should highly motivate staff so that they can have more time to pass on life 
education and responsible discipline to learners. For quite some time, the problem facing 
most schools in Uganda has been poor remuneration. Sekiwu (2003:12) notes that 
schools have widely failed to provide a decent financial package to educators. The result 
is for these educators to moonlight looking for greener pastures. Consequently, many 
schools are faced with a problem of growing indiscipline simply because educators do 
not have ample time to participate in mentoring of learners. This calls for school 
principals and school management boards to improve the welfare standards of educators 
in order to reduce their chances of moonlighting at the expense of monitoring learners‟ 
performance.  
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5. Problems of defining which values to emphasize could be addressed where educators 
must aim at developing the intellectual values of learners through an emphasis on 
academic growth of learners and training learners to think critically (Nsereko, 2001:69). 
Training in instinct development, self-discipline and control of wishes, ambitions and 
desires are also cardinal facts that need to be expropriated in learners‟ training towards 
positive discipline. More so, the empirical data showed that spiritual and social values 
need to be developed. Values such as courage, fair play, charity, adventure and initiative 
should be developed as well as recreational values and skills. Even universal and civic 
values such as democracy and civic responsibility need to be developed (Omwona, 
2008:11).  
 
9.5.3.2 Classroom-related recommendations 
 
1. Educators‟ tendency to overemphasize academic values at the expense of other 
educational values could be addressed where schools must identify key life values and 
ensure that the school curriculum and routine programs address all of these values 
equally with academic values. Njoroge and Bennaars (2000:43) say that schooling is a 
holistic process which includes both knowledge and skills acquisition on the one hand, 
and the acquisition of ethical, moral, spiritual and social values on the other hand. 
 
2. Educators should derive relevance in the teaching they do, especially knowledge taught 
should translate directly into particular values vital to learners. Teaching should 
demonstrate moral and universal principles of life. It was sounded by the study 
participants that some of the existing teaching methodologies are poor that they do not 
permit learners to acquire all the educational values. Much of the teaching done is 
lecture-centred. It does not involve the learners in the whole learning experience. 
Educators, through rote-teaching, are forced to merely impart knowledge with little or no 
dissemination, assimilation and synthesis done by learners. Learners are not enabled to 
find relevance of what is taught in their life patterns.  
 
 
3. Educators‟ must desist from displaying bad character, behaviour and attitude in front of 
their learners. The role of an educator is to instruct and to act in a decent manner 
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(Kendziora & Osher, 2009: 25). Educators, according to Nsereko (2001:63), are obliged 
to promote their pupils through personal and spiritual life, provide them with a vivid 
sense of social responsibility. In order to discern this reality, educators must be role-
models who act decently and display good deeds in the presence of their learners.  
 
4. The quality of the Universalization of education program in Uganda should be made 
more effective through putting mechanisms where educators can cope with teaching of 
large classes. Large classes can be handled in the following ways: 
a) Educators can divide the learners into learning groups to be able to impart 
individual values with much ease. Smaller and manageable groups of learners can 
easily be guided without many interruptions (Mutanga, 2003:47). 
 
b) Individual counselling could be made compulsory in order to follow-up on moral 
progress of learners.  
 
 
c) Policy makers must revise the policy of automatic promotion of learners by 
making the process more academically competitive in order to build quality 
teaching and learning. Nsubuga (2008:45) notes that the acquisition of academic 
values requires strong intellectual development and leadership in schools. 
 
9.5.3.3 Social-related recommendations 
 
1. With regard to the unprecedented social challenges today, educators need to teach 
learners to behave decently even amidst such challenges (Patel, 2007:80). Although 
modern society seems to be more evil and wicked, learners must be taught to denounce 
evil doings but tolerate pain and suffering to some degree as they build a better future. 
Nsereko (2001:70) argues that honesty, piety and good deeds are critical to education 
growth and development which must be sustained throughout schooling.  
 
2. Educators should teach learners to love and practice democracy in their social lives as the 
route to good governance. Universal principles and greater citizenship obligations must 
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not only be studied in schools but also must be made part of the long-term training needs 
of learners.  
 
 
3. There is need to regulate what the media provides to the surrounding school and home 
environment in which learners grow. The media, according to Banjagala (2010) has 
promoted permissiveness and secularism which hinder the proper inculcation of ethical 
values into the learner. Schools today are being treated with remorse, to a bitter pill of 
secularism and materialism. These are gnawing the fabrics of noble values that keep 
learners together and committed to doing what is right and ideal. The danger of these ills 
is that they are working silently on the unsuspecting individual learners. At the end of the 
day, school education is obliterated with ease.  
 
4. Educators must ensure that they limit learners‟ exposure to such hostile environment 
through enhanced counselling and mentoring. They should desist from mere imparting of 
knowledge but struggle to instil judgment as a sense of critical appraisal of such social 
happenings.  
 
9.6 Conclusion 
 
This chapter discusses the study findings. From the discussions, it can be argued that there is 
need to integrate values into school disciplinary management. However, the integration of values 
into management of learners‟ discipline in Ugandan schools is a collective educational 
responsibility although the level of participation of the different actors is not the same. Different 
values are espoused by different denominational schools depending on their mission and 
founding creed. Because of the objective moral ethical debate about which values to integrate 
over and above others, it is imperative that both theist and atheist values are incorporated in a 
pluralist school setting. The same chapter recommends several policy interventions to ensure 
positive discipline in Ugandan schools. 
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CHAPTER TEN 
 
GENERAL STUDY CONCLUSION 
 
10.1 Study synopsis 
 
This study has proceeded on the argument of how to optimally integrate values into the 
management of learners’ discipline in Ugandan schools. This is because positive learners’ 
discipline is valuable in building good education. Discipline brings order and sanity in the school 
which encourages academic and moral growth (Azizi, Jamaludin, Shahrin, Mohd, Raja, & 
Noordin, 2009:659; Mohapi, 2007; Mukhumo, 2002:30). In order to critically examine the 
purpose of the study, the researcher first analysed the concepts of school discipline, values, 
management and their integration. Chapter two examines the theory of social constructivism as 
the theoretical lens through which the integration of values into management of school discipline 
could be easily analysed. The theory indicates that meaning of a concept is derived from multiple 
experiences (Thornberg, 2008:52) implying that the concepts of school discipline, values, 
management and their integration are interpreted differently by different people. This is clearly 
indicated in the literature review presented in chapters 3-5. From the literature review, the 
researcher distils his own definitions and constructs of the concepts as the basis for data analysis. 
 
Using a qualitative research approach with grounded theory as a research design, the findings of 
the study were that there are several stakeholders involved in overseeing the integration of values 
into management of school discipline, because they want to demonstrate collective participation 
in school affairs. Secondly, different denominational schools espouse different values depending 
on the original mission and founding creed of the school. Thirdly, there are voices which support 
the incorporation of values into school discipline in order to encourage life-education. The 
opposing voices indicate that some educators tend to integrate values with negative secular 
influences; those which impart wrong vices and practices into the learners. There are also several 
avenues through which values are integrated in schools and these are classified into restorative 
justice methods, physical punishment and stakeholder participation in managing school 
discipline.  The challenges of values integration into management of learners’ discipline are also 
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numerous and these range from poor administrative skills, unethical educators, poor teaching 
methodologies due to the problem of large classes, negative media influences, harsh rules and 
regulations and the failure to define which values to emphasize in schools. The study 
recommends an Integrated Values Framework (IVF) to ensure optimal integration of values into 
management of school discipline. However, there is need to examine the applicability of this 
framework in the Ugandan school setting as a positive dissemination measure.  
 
10.2 Theory development: the Integrated Values Framework 
 
The aim of conducting this study was to advance a model for the optimal integration of values 
into the management of learners’ discipline. Although there are a number of studies conducted 
on the subject of school discipline in the Ugandan setting, no study has been done  on the roles 
and integration of values in management of learners’ discipline, yet values provide positive 
human choices that can be vital in transforming human behaviour (Ssemusu, 2003:31). Creating 
an enabling environment in which all educational values can effectively be infused into learners’ 
discipline is crucial to the implementation of an Outcome-Based Education (OBE) system 
(Thomson & Holland, 2002). Many schools erroneously interpret learners’ discipline to involve 
mere infliction of punishments to establish order into the classroom, neglecting the fundamental 
aim of education which is to shape learners for social development. As aptly pointed out by the 
Government White Paper (1993:8-9), schools must produce upright learners through forging 
national unity, evolving democratic and fundamental human rights education and promoting 
moral and ethical values.   
 
It is against this background that it was important to critically examine the values-debate in the 
Ugandan formal school taking a case study of Kampala district. The Integrated Values 
Framework intends to develop a broader view of positive school discipline as it explains how 
different values can be incorporated into management of learners’ discipline in order to create 
and foster quality education. There has been an academic debate and doctrinal controversy as to 
which values need emphasis in schools (Gottfredson, Gottfredson, Payne, & Gottfredson, 
2005:443) so that positive education could be promoted. If the leading argument of this thesis is 
positive discipline could occur when human values are clearly articulated in the schooling 
process, then the matter of which values to emphasis and how to emphasize them is crucial. 
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Hence the Integrated Values Framework breaks the grounds that originally focused on a micro 
definition of school discipline as mere infliction of pain and punishment to a macro definition 
which includes the process of nurturing civic responsibility among learners for positive liberal 
education and lifelong learning. Education has shifted from mere classroom work to community 
education. 
 
10.2.1 How the study findings and interpretations contribute to the development of 
the Integrated Values Framework 
After a thorough empirical investigation, the following key findings emerged: 
a) Values integration into school discipline is a collective educational responsibility where 
different stakeholders participate to make decisions on matters that affect child education. 
 
b) Values are given different emphasis and interpretation by the different denominational 
schools. 
 
c) Optimal integration of values into school discipline demands for an inclusive education 
where a set of values is defined and different educational stakeholders are involved to 
realize citizenship building and life education.  
 
d) The definition of which values to integrate into schools should be objective where 
secular, moral and religious values are emphasized. 
 
e) Clear avenues of values integration must be defined with restorative justice methods 
emphasized most. 
 
 
f) Visionary leadership must be fostered to monitor and supervise the process of values 
integration.  
 
g) In order to ensure enhanced values integration inclusive education must be reinforced.  
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From the above key findings, six metaphorical pillars were identified for the construction of the 
Integrated Values Framework. These metaphorical pillars are: 1) inclusive education, 2) life-
education, 3) avenues for optimal integration of values, 4) values espoused, 5) objective ethics 
and 6) visionary leadership. All these are exhibited in the Integrated Values Framework (Figure 
10). 
Fig. 10: The Integrated Values Framework (IVF) for Positive Discipline (PD) 
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10.2.2 Explaining the components of the Integrated Values Framework 
Figure 10 shows the Integrated Values Framework (IVF) for promoting values-based education 
and consequently positive learners’ discipline. The framework consists of eight metaphorical 
pillars which are: 1) positive discipline 2) inclusive education 3) life-education 4) values 
espoused 5) objective ethics (values are relative moral choices) 6) avenues of values integration 
7) visionary leadership and 8) the contextual environment (consisting of the school, the actors 
and the community). The interaction between these metaphorical pillars creates positive school 
discipline and each of the six pillars contains specific contents, conditions and dimensions that 
are pertinent to the development of the Integrated Values Framework (IVF) as the core theory of 
the study.  
 
The logical interconnectedness of the pillars is that, in order to implement an Integrated Values 
Framework to achieve positive school discipline (metaphorical pillar 1), there is need for an 
inclusive education programme (metaphorical pillar 2) which comprises of life-education 
(metaphorical pillar 3). In this way, the values espoused (metaphorical pillar 4) are critical 
factors in the process. However being numerous, these values are classified, using objective 
ethics (metaphorical pillar 5), into secular, moral and religious values. To integrate these values 
properly into management of school discipline, stakeholders need to articulate the avenues 
(metaphorical pillar 6) through an emphasis on visionary leadership (Metaphorical pillar 7). But 
at the back of implementation of this framework is the contextual environment of the school, the 
actors (stakeholders) and the community (Metaphorical pillar 8) because values cannot be 
demystified in isolation of the school-community relationship (Professional Learning 
Communities). 
 
10.2.2.1 Metaphorical Pillar 1:  Positive school discipline 
 
In this framework, positive discipline is an outcome quadrant after the integration of values by 
stakeholders. It constitutes three outstanding socially desirable elements: positive learner 
behaviour, Outcome-Based Education, redemptive discipline and citizenship education. Lategan 
(2009:129) argues that positive discipline is when learners acquire and practice behaviour that is 
socially desirable for positive learning to take place. Tillman and Colomina (2000:5) argue that 
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an Outcome-Based Education (OBE) system is relevant in ensuring positive learning and 
discipline which are relevant to community and national needs. Howard (2001:189) also says 
that an Outcomes-Based Education (OBE) must offer positive citizenship through creating social 
entrepreneurs, patriots, professionals, democratically conscious individuals and both educated 
and learned people. This is possible where there is a positive link between schooling and society 
because a school is a socialization agency. Felderhof (2002:75) argues that redemptive discipline 
will produce spiritually upright learners, God-fearing products and morally upright people. Thus, 
positive discipline will be built when moral/spiritual and secular values are emphasized in the 
schools.  
 
Positive discipline is first created within the microcosm of the school through enacting good 
rules and regulations, restorative justice and through imparting of aesthetic, academic and 
leadership values into the learners (Hunt, 2004:140). On the one hand, positive discipline within 
the schools will enable the establishment of order and care among learners leading to the 
reduction in deviant behaviour (Knight, 2004:227). On the other hand, positive discipline will be 
enhanced through promoting civic responsibility in learners. The educators are obliged to 
integrate into learners’ discipline the human values that will build citizenship education and life-
long learning. The school, in this sense, is a promoter of liberal education (Alder, 2002:248; 
McBee, 2007:33). Tillman and Colomina (2000:5) define school discipline as the process of 
ensuring civic responsibility and life-long learning among learners. Consequently, learners will 
experience positive discipline outcomes, such as improved attendance, attitude, self-esteem, 
effort and identification with school, if they believe their educators care for them and their 
wellbeing after school (Mari, 2010: 450). 
 
10.2.2.2 Metaphorical pillar 2: Inclusive education 
 
Through an inclusive educational process, educators manage to integrate relevant educational 
values into the learners. In chapter seven, the inclusive education concept was developed 
comprising of an input, process and output. Each of the stages complements the other in a form 
of synergy. The inputs in the inclusive education process would involve: sets of values and the 
educational stakeholders to implement the values using a process that involves an integration 
period from childhood education (i.e. formation years of schooling), through adolescence 
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(middle years of schooling) to adulthood (later years of schooling). The expectations or outputs 
after values integration would be the production of an academic and professional person, lifelong 
learning, and citizenship building education, patriotic people, as well as a morally and spiritually 
upright person.  
 
 
The stakeholders define the school contextual factors which include: The educator, the principal, 
the learner and the School Governing Body (SGB) and the community/social contextual factors 
which include the community members and the parent (Nkata, 2007). The educator plays a role 
of supporting learning through the manipulation of the curricular demands. Using his 
professional competencies, he could clearly articulate the right set of values to the learners with 
an aim of positively transforming the learners’ behavioural pattern and outlook to societal 
demands and school principals are quite significance personalities in the process of values 
integration into management of learners’ discipline. The educator is also charged with the duty 
of positively transforming learners’ behaviour using curriculum instruction. In order to enhance 
educator roles in values-based education, the following must be emphasized: 
a) Classroom instruction must be integrated with knowledge search and behavioural 
modification programmes. 
 
b) The objectives of teaching must capture academic, moral, spiritual and civic values. 
 
c) Examination oriented teaching must be balanced with moral and spiritual programmes of 
learner growth. 
 
The school principal, on the other hand, is charged with the duty of school supervision and the 
immediate implementation of policy of discipline. Therefore, he or she is a torch bearer who is 
mandated to bring together educators in an effort to ensure that the right set of values is 
identified and implemented in the management of discipline. The SGB is the topmost body 
charged with school management. It sets policy and directs policy. Therefore, besides promoting 
the interests of the school founders, the SGB must strongly design effective policy that will 
enhance the smooth integration of moral, spiritual, aesthetic, academic, social and civic values 
into the education process and the schools. Finally the learner is also another important school 
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factor that must support values integration into management of school discipline. This implies 
that the learner must respect the established set of rules, values and educators as mechanisms for 
positive school transformation. The same learner must accept to transfer the discipline learned 
and the values acquired beyond the school premises to the external society where he or she 
grows and is prepared to work.  
 
The community contextual factors define the societal demands from the learner and the educator. 
They define the sort of citizenship education and lifelong learning needed to propel positive 
discipline and education. The school is a social organization which implies that nothing can 
occur is the school without the knowledge and input of the external community (Azizi et al., 
2009: 659). The home where the learner comes from and the neighbourhood are important 
factors in the affairs of schools, including management of school discipline. Alder (2002:245) 
observes that when building positive discipline in schools, there is need to include the input of 
the external publics such as the community leadership, parents and government. Bagonza 
(2004:89) argues that the home, for instance, plays a significant role in early childhood 
upbringing therefore it must also be brought on board when it comes to child behavioural 
modification in the formal school.    
 
Government provides welfare support to schools which must be supplemented by its 
involvement in management of discipline and choice of the right values for promoting good 
citizenship education. Therefore, strengthening the socialization process in building values-based 
education requires adopting the stakeholder theory. In adopting a stakeholder theory therefore, 
school principals must develop relationships, inspire their stakeholders and create communities 
where everyone strives to give their best to deliver the right set of values to child education 
(Freeman, Wicks, & Parmar, 2004:364). Certainly, stakeholders (parents, government and the 
community) are an important constituent of this activity of values creation.  
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10.2.2.3 Metaphorical pillar 3: Life-education 
This metaphorical pillar typifies the school to be a centre for life education where there is a 
formal relationship between the school and the society. In this matter, Dewey (2008:7) argues 
that the only way to prepare for social life is to engage in social life. To form habits of social 
usefulness and serviceableness apart from any direct social need and motive, apart from any 
existing social situation, is, to the latter, teaching the child to swim by going through motions 
outside of the water. The most indispensable condition is left out of account, and the results are 
correspondingly partial. For life education to take place Fox (2001:51) says that educators must 
identify life values; those that are vital to the child while in the society and at the same time 
society benefits from such values. For example, professional skills and knowledge are life 
values. The school must continuously give life education for the following reasons.  
 
First, Dewey (2008) argues that the school is erected by society to shape learners for society. The 
process of shaping learners constitutes programmes for lifelong learning like leadership values 
imparted in the learners. At the same time, the school curriculum must address the needs of 
society especially elements of national development as well as enabling learners to acquire a 
sense of self-respect, honesty, independence as members of some neighbourhood. Education then 
becomes a gymnastic exercise where acute powers of observation and memory might be 
developed through observation and reasoning and then linked with social demands. Hence, the 
entire structure of the school in general and its concrete workings in particular need to be 
considered from time to time with reference to the social position and function of the school. 
Therefore, the idea that the moral work of the school as a whole is measured by its social value is 
indeed a familiar notion.  
 
Second, life-education is important in exercising a certain social function by the school. 
Therefore life education is crucial in the process of integrating values into management of 
learners’ discipline (Greef, 2005:6). Through life education as a social function educators 
training future social leaders and teach learners to tolerate diversity and universal peace. In 
addition, integrating life-education into learners’ disciplinary programme implies that educators 
must incorporate citizenship values like democratic principles, the maintenance of continuity of 
society through propelling cultures, which according to Dewey (2008) are the decencies and 
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graces of civilization. Again, the process of disciplining learners and integration of values in the 
school must blend programmes of character formation. For instance, Garcia and Carla (2010:55) 
argue that by saying that the moral training of the school is formal means that the moral habits 
currently emphasized by the school are habits which are created, as it were, ad hoc. Even the 
habits of promptness, regularity, industry, non-interference with the work of others, faithfulness 
to tasks imposed, which are specially inculcated in the school, are habits that are necessary 
simply because the school system is what it is, and must be preserved intact. If we grant the 
inviolability of the school system as it is, these habits represent permanent and necessary moral 
ideas. Using moral and academic instruction sessions therefore, character formation is enhanced 
and it leads to reducing the level of learner aggression as well as encouraging redemptive 
discipline (Riehl, 2000:57). 
 
10.2.2.4 Metaphorical pillar 4: The values  
 
The researcher has, all along, argued that increased indiscipline among learners in postmodern 
Ugandan schools is partly due to lack of proper articulation of values in the process of 
disciplining and educating learners (Kasibante, 2001; Nakyanzi, 2004). Therefore, in order to 
deal with the question of positive discipline, a set of values important to child education must be 
identified, assessed and developed. These same values must, later on, be proliferated throughout 
the school process. Values are the yard stick for enhancement of good human conduct. Good 
education is the process of nurturing the right values-mix that will create in learners a sense of 
positive citizenship and good moral conduct as elements of holistic education. Without values 
imparted in the schooling process, educators will not realize positive education built in the 
modern school context. The Integrated Values framework therefore emphasizes the following set 
of values: spiritual values, moral values, aesthetic values, academic values, universal or civic 
values and social values. The importance of each of these values is further indicated.  
 
Therefore, educators must transgress academic, spiritual and moral values into the learning 
process (Grossnickle & Sesko, 2000:66) in order to build a transformative education. Giddens 
(1991:67) argues further that in order to provide an array of hope in a morally shattered society, 
school managers and educators must emphasize both spiritual and moral programmes side by 
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side with their routine academic programmes. Learners must be God-fearing, morally upright on 
top of being intellectually deserving people. Educators could do this through: 
a) Inculcating and fostering a personal spiritual life into the learners. 
b) Imparting religious instruction into the learners. 
c) Teaching the learners the importance of fundamental moral norms. 
d) Encouraging a sense of social responsibility and a study of the Christian and Islamic 
faiths’ social teaching. 
e) Integrating moral programmes into the normal academic programme of the schools. 
f) Teaching religious education beyond emphasis on its academic strength to include its 
objective of enabling learners become morally upright and spiritually dedicated 
citizens. 
g) Acquiring wisdom through academics supplemented with moulding of learners’ 
moral self. 
 
Schools also need to emphasize aesthetic values which develop creativity, leadership and a sense 
of good judgment as pillars of encouraging resourcefulness and industriousness in learners 
(Tillman & Colomina, 2000:66). The aspirations of parents and educators must be to see to it that 
learners acquire good leadership skills. In order to make good and responsible social leaders, 
schools must incorporate leadership training into both the hidden and classroom curricular 
(Howard, 2001:180). Positive education is achieved whereby schools train learners to be 
responsible and creative leaders (Strahan & Layell, 2006:147), in order to avoid training corrupt 
professionals.  
 
The school must identify the right social values that should be imparted in the learners. Such 
social values would include economic values, creation of a sense of belongingness, brotherhood 
and neighbourliness. Kiggundu (2007:3), for example, argues that education is an investment in 
human capital when schools are made into centres where learners acquire knowledge and skills 
to enable them (learners) survive economically and in the community and also develop a sense of 
brotherhood. According to McNeely and Falci (2004:292), the promotion of positive discipline is 
beyond mere infliction of pain in the classroom to ensure order. Positive discipline includes 
imparting of social-survival skills and nurturing civic responsibility. The school therefore is a 
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key place for socialization, and the external community of the child’s home and neighbourhood 
must be part and parcel of schooling. This creates communal education. Holfold (2006:17) also 
states that the school is an important destination for bringing about positive social relationship 
and economic growth, reduction of unemployment and facilitating positive national 
development.   
 
The schools must also instil universal/civic values into learners. Kallaway (2002) argues that the 
school acts as a sustainer of positive community life. It must provide learners with knowledge 
and skills which build a sense of civic responsibility into the learners. Learners must be 
democratic, know their fundamental political and legal rights thereby developing in them 
democratic citizenship, patriotism and peace education. Positive discipline is not only realized 
within the classroom but also after school when learners realize the need for building good 
citizenship and promoting good governance (Holfold, 2006:16). Finally, the same schools must 
strengthen academic values. According to Kamoga (2003:60), education provides knowledge and 
skills for building positive discipline and lead to social development. Therefore, through the 
attainment of academic excellence, learners are enabled to move to the higher educational ladder 
that prepares them for social service and leadership (Kalule, 2001:105). With the great 
technological advancements, free commerce and trade in the postmodern society today, there is 
need to encourage schools produce the right graduates with the right skills and professionalism 
relevant in promoting social development. Academic values must be highly emphasized by 
school administrators in order to bridge this gap.  
 
10.2.2.5 Metaphorical pillar 5: Objective ethics  
In a multicultural society, values are relative choices meaning that they are numerous. Hence 
there is a dilemma in defining what constitutes values unless a set of values is provided (Iliescu, 
2010). Therefore in optimal values integration, school must adopt both the theist (religious) and 
atheist (secular) definitions of values. The theist position of values indicates that moral values 
are real values because God happens to embrace (and preach) them. This view shows the 
theological obsession of what constitutes values (Brink, 2007). Adopting the second alternative, 
the atheist position, ruins the theist position concerning the heteronomy of ethics. The atheist 
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position provides that moral values do not need to be defined theologically for them to articulate 
what is morally acceptable (Levine, 2012:355). School need to provide learners with knowledge 
and skills that will enable them have the capacity to reason rationally and change the welfare of 
society (Briley & Wyer, 2001:199). In a multi-cultural classroom and school, everybody who 
wants to make ethics dependent on religion is compelled to choose the first alternative (religious 
values) and whoever wants to exclude the element of God is compelled to choose the second 
alternative (secular values) (Soile, Liisa, & Kaija, 2010:478).  
 
10.2.2.6 Metaphorical pillar 6: Avenues of values integration  
 
Metaphorical pillar 6 defines the avenues for values integration into the management of school 
discipline. The avenues can be restorative justice where values are imparted using flexible 
alternatives (Nakyanzi, 2004) that include counselling, career guidance, mentoring, and the use 
of social clubs and coaching of learners mixed with close supervision of the progress in terms of 
behaviour exhibited after the programme (Smith, 2001). Educational stakeholder participation in 
management of discipline and imparting of values is also an important milestone strategy which 
renders a VOICE to the process (Tattum, 1993). Stakeholder involvement is supported by Nkata 
(2005:13) through the stakeholder theory which maximizes shareholder value as part of building 
strong corporate governance in schools. It gives school management a greater capability to deal 
with the discipline challenge, because stakeholders can offer not only financial and welfare 
assistance but also ideological advantage (Mathieson, 2005:40). In an era when organizations are 
committed to value-chain partnerships to create outstanding performance, it is quite natural to 
suggest that the very idea of stakeholder participation in the integration of values into 
management should suggest joint cooperation and collegiality.  
 
There are, of course, conflicts arising from stakeholders’ interests but these conflicts must be 
resolved so that educational stakeholders do not exit the deal, or worse, use the political process 
to appropriate value for themselves or regulate the value created for others. For example, the 
Parents’ Teachers’ Association (PTA) framework and the School Governing Body (SGB) are 
common platforms for enabling this collective effort (Mayega, 2010:32). Again, limited physical 
punishment of misbehaving learners and punishment for the sake of imparting values may be 
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necessary in some ways. Finally, academic and moral instruction programmes in the school aid 
the incorporation of a values-based education (McNamara, 2001:42).  
 
10.2.2.7 Metaphorical pillar 7: Visionary leadership  
 
It can also be argued that the successful implementation of the values integration programme 
requires visionary leaders (Meyers & Pawlas, 2009:35). Leithwood, Karen, Anderson and 
Wahlstrom (2004) argue that visionary leadership has two functions: “providing direction” and 
“exercising influence.” Without direction and a degree of influence, it is hard to implement the 
integrated values framework because it requires a sense of focus and commitment from each 
stakeholder. Visionary leadership influences the interpretation of events for followers, the choice 
of objectives for the school, the organization of work activities to accomplish objectives, the 
motivation of followers to achieve the objectives, the maintenance of cooperative relationships 
and teamwork and the enlistment of support and cooperation from people outside the group or 
organization. According to Lee (2000:327), if school principals are to get the best out of the 
educators whom they lead and manage, they need to understand what makes educators tick. In 
this way, they need visionary leadership styles that will enable them to appreciate what kind of 
things enthuse and challenge educators, what gives them a “buzz”, what interests and 
preoccupies them, what has them walking six inches off the ground, what sends them home 
happy and satisfied. Visionary leaders know what irritates and angers educators, what hurts 
them, what makes them dread going to work, what makes them desperate to change jobs and 
what frustrates and demoralizes them that they cannot deliver positive values in learners 
(Leithwood & Menzies, 1998:325). The importance of leadership and collegial support as 
motivators has been emphasized in many studies. Where these factors are reported as sources of 
satisfaction or motivation, it is evidently the recognition and approbation which they provide for 
educators that is important.  
 
 
10.2.2.8 Metaphorical pillar 8: The contextual factors 
 
The contextual environment that enabled a values-education programme for Ugandan schools is 
one defined by a constructivist approach (Thornberg, 2008). Learning values is a matter of 
constructing experiences based on reflection where the school, classroom and the community 
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(external publics) are crucial actors and learners derive lived experiences from these edges 
(Marshman, 2006). Throughout the thesis, the discussion about the integration of values has been 
an interactive process between the school, the classroom and the community imperatives (home, 
neighbourhood and the professional world). This interaction defines the Professional Learning 
Community (PLC) in which values are cast and implemented. The school therefore defines the 
character of the learner (The character education paradigm), the classroom defined the sort of 
curriculum to pass onto the learner (The pedagogical paradigm) and the community defines the 
diverse experiences in which values are transmitted and optimally clarified (The multi-cultural 
paradigm).  
 
The school is a social organization (Azizi et al., 2009: 659) where nothing can occur without the 
knowledge and input of the external community. The home where the learner comes from and 
the neighbourhood are important factors in the affairs of schools, including management of 
school discipline. Alder (2002:245) observes that when building positive discipline in schools, 
there is need to include the input of the external publics such as the community leadership, 
parents and government. These are all stakeholders in school development. Bagonza (2004:89) 
argues that the home, for instance, plays a significant role in early childhood upbringing 
therefore it must also be brought on board when it comes to child behavioural modification in the 
formal school. Government provides welfare support to schools which must be supplemented by 
its involvement in management of discipline and choice of the right values for promoting good 
citizenship education. Therefore, strengthening the socialization process in building values-based 
education requires adopting the stakeholder theory. In adopting a stakeholder theory therefore, 
school principals must develop relationships, inspire their stakeholders and create communities 
where everyone strives to give their best to deliver the right set of values to child education 
(Freeman, Wicks, & Parmar, 2004:364). Certainly, stakeholders (parents, government, and the 
community) are an important constituent of this activity of values creation.  
10.3  Limitations of the study 
There were several limitations that might have partly hindered the course and gradual 
development of this study. These limitations existed in the literature review, in the research 
sample, data collection and analysis and finally limitations with regard to the financing of the 
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entire project. However, self-determination and the zeal to achieve and progress registered at 
every stage of the critical process afforded the researcher great amplitude to go ahead with the 
study despite a few pitfalls on the journey. With every limitation, the researcher had a more 
rational remedy to address it.  
 
10.3.1  Limitations associated with literature review 
First, it was quite had for the researcher to come across an all-embracing definition of the 
concepts of “values” and “school discipline” throughout the literature that was reviewed. 
Different scholars provided different definitions depending on different background settings. In 
this way, it would seem hard to harmonize comprehensive issues to advance in a way of a data 
collection tool. However, these different definitions were categorized according to common 
themes that would be appropriately suited to the greater understanding of the concepts. With 
regard to the concept of “values” it was indeed hard to figure out an all-inclusive classification of 
values. Instead, the researcher compounded all classifications into majorly: social, universal, 
moral, spiritual, academic, aesthetic and economic values and used these categories to classify 
responses and build themes for the analysis with regard to the values espoused in schools.  
 
Second, it was also difficult to identify reasonable literature from Uganda. Most of the literature, 
especially with regard to the concept of “values” is picked from Eurocentric settings. In this way, 
it would seem hard to underscore the concept in the Ugandan context to which the study is 
situated. However, the researcher tried to draw relevant lessons from the literature by making 
analytical comparisons and doing cross referencing using empirical evidence from the Ugandan 
case. In addition the empirical findings in chapter six and seven, which were undertaken in 
Uganda, provided a positive bridging link with the literature review as a measure of tying up the 
study into one whole piece.  
 
10.3.2 Limitations associated with the study sample, data collection and analysis 
 
Being a typically qualitative study, the credibility of the study findings dependent on the 
trustworthiness of the participants since in qualitative research the participant world matters a lot. 
The weakness in this was that findings depended on the mood and setting of the study 
participants. However, the researcher had, earlier on anticipated this misnomer and he sought 
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ethical clearance in order to select his respondents in a rational and organized manner.  The 
sample size was small which is typical of qualitative studies. It should also be noted that use of 
only six schools from one district of Uganda (Kampala) leaves some uncertainty about whether 
the sample selection was representative enough to credibly accept the findings. The weakness in 
selecting small samples is that it becomes hard to judge that one has representative data sets just 
as it is with quantitative studies. Results, therefore, can hardly be generalized to the target 
population. In this case, a sample size of sixty respondents seemed rather little if generalized on 
the whole of Uganda, as a study unit, or even Kampala district. However in order to make the 
results representative, triangulation of the tools of data collection was done.  
 
The researcher employed the interview, focus group discussions and documentary analysis as 
data collection methods. He also interviewed many cohorts at one point in time and these 
included learners, educators, counsellors, principals and their deputies. Therefore divergent 
views were sought rationally. With regard to possible non-response from the study participants, 
the researcher sought ethical consent first before embarking on data collection. The data 
collection methods were basically those that provided in-depth information. It was then easy to 
use a small sample size to collect volumes of data. In addition he promised some entities, 
especially libraries and archives, that he would return to disseminate his findings in a form of 
forum or conference proceeding.  
 
With data analysis from qualitative studies, the researcher experienced a problem of reading and 
comprehending large volumes of field transcripts and notes, and later trying to harmonize them 
into workable themes using grounded theory, content and thematic analysis. In order to ease this 
tedious exercise, the researcher tried to analyse transcripts as they came in from the field. He did 
not wait until he finished the data collection exercise to do the analysis once. This approach 
enabled him to minimize reading through large volumes of transcripts. Both onsite and central 
analysis were employed in order to keep pace with the speed.   
 
10.3.3 Financial limitations 
 
Undertaking such an academic project was not a simple economic resolve especially in cases 
where the researcher was solely meeting all the financial obligations of the project right from 
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start until completion. Sometimes, work was put to a halt because of lack of finances to 
implement key project requirements. The series of travels to the republic of South Africa drained 
much of the financial resources. However before embarking on this research undertaking, the 
researcher had saved little money enough to see him through the study programme. At times, 
relatives and the institutions where he works came in to supplement his financial capabilities 
which enabled the successful completion of this work.   
 
10.3.4 Limitations on the general study scope 
The study seems to sketchily touch the debate on secular versus moral/religious ethics in 
education development in Uganda, yet one cannot comprehensively discuss the issue of values 
without an extensive debate into such a subject of moral philosophy. Therefore, there is need for 
such a study mainly to reconcile the status of values in contemporary schools. In addition, the 
study has been limited to deeply qualitative approaches alone. However, experimental studies on 
the same problem are needed in order to examine inferences about causality. The qualitative 
study will only represent an instant philosophical story of values and does not allow the 
researcher to test causal relationships among antecedents.  
 
Another limitation is that the present study excluded interviews for the members of the SGB on 
the basis of being “absentee landlords”. This made it difficult for the researcher to always get in 
touch with all the SGB members, especially during maximum variation of the sampling strategy. 
However, the SGB members have a representative who is the principal (secretary to the SGB) 
and he or she is always available at the schools, whenever interviewing was needed. At the same 
time, members of the SGB are merely policy makers but not implementers (enforcers of 
discipline), which is also the other reason why they were excluded from this academic debate. 
However, there is need to know how policy influences the implementation of values in the 
management of learners’ discipline so as to clearly bring out the voices of the members of the 
SGB.  The study has also excluded the factors from outside the school system in influencing the 
process of values integration. Since the study uses the social constructivist approach as the 
theoretical lens, there is need to investigate the ecological dynamics of values integration into 
management of learners’ discipline with a focus on external factors such as the community 
imperative, government and the home.   
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In general, despite the presence of some weaknesses envisaged throughout the entire study, the 
study remains significant.  Given that postmodern schools still face a challenge of the erosion of 
values in the child disciplinary process, there is still need to advocate for a study of this sort. The 
recommendations of this study plus the integrated values framework provide a stepping stone for 
the total redress to the problem at hand as a means to revamping the quality of education in 
Uganda.  
 
10.4 Original study contribution 
This study presents a case for the need to foster values in the management of learners’ discipline 
in the classroom and schools. In an attempt to find a lasting solution to the indiscipline problem 
in contemporary schools, many studies on school discipline have focused on antecedents of inter-
student aggression (Kibuuka, 1998), the impact of educators’ lived experiences on classroom 
management (Mohapi, 2007), role of administrators in management of school discipline (Genza, 
2008; Lwanga, 2009) and imparting of the ethical education programme in managing school 
discipline (Nakyanzi, 2004). Although values are quite instrumental in managing school 
discipline (De Klerk & Rens, 2003:353), no study has so far been attempted on how values could 
be integrated into management of school discipline.  
 
This present study sought to contribute to the discussion on school discipline by providing a 
study on values and school discipline. But the study further explains that values are diverse 
which implies that educators have to identify a set of values and integrate them into the school 
pedagogy. In order to ably do this, the current study has advanced an Integrated Values 
Framework with a new definition of school discipline as the process of articulating educational 
values in the schools in order to ensure lifelong learning and citizenship building as critical 
aspects in building an Outcome-Based Education. School discipline is the process of nurturing 
civic responsibility among learners for positive liberal education and lifelong learning. Discipline 
is beyond the school premises. It touches the social echelon which is about responsible 
citizenship. 
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10.5 Conclusion and way forward 
This chapter provides the synopsis that summarizes the cardinal issues in the entire study. The 
same chapter draws on the Integrated Values Framework which is the theory developed for the 
entire study. The way forward is that there are many areas that the researcher recommends for 
further investigation. Such areas would give direction to future researchers to pursue further the 
research area as a means to the extension of the frontiers of knowledge. Therefore, the following 
areas are recommended for further research:  
a) The validation of the applicability of the Integrated Values framework for the 
enhancement of positive learners’ discipline in postmodern Ugandan schools. Such series 
of studies are meant, in practice, to validate the possibility of turning the framework into 
a model or even a theory in education. 
b) The School Governing Body is instrumental in Uganda’s education system, therefore 
there is need to examine its role in designing and implementing a set of values in the 
management of learners’ discipline. 
c) There is need to examine how values could be integrated in a multicultural school and 
community environment.  
d) There is need to examine the role of the pedagogic function of the school in promoting 
positive learners’ values. 
e) The role of learners in the integration of values into management of school discipline in 
postmodern school contexts  
f) Community involvement in the process of integrating values into the management of 
learners’ discipline in postmodern school contexts.  
g) The integration of values into management of child behaviours during the parenting 
process in the homes and society. 
h) The role of moral and spiritual values in the ethical construction of learners in 
contemporary schools 
i) The repossession of religiously-founded schools and its implications on management of 
learners’ discipline in Ugandan schools  
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APPENDIX 1 
PERSONAL INTERVIEW GUIDE FOR SCHOOL PRINCIPALS AND DEPUTY 
PRINCIPALS 
Duration:  60 Minutes 
Dear Participant,  
The investigator is conducting a study entitled, “The integration of values into the 
management of learners’ discipline in Ugandan Schools, focusing on Kampala district”. 
The study is a requirement for the award of the Doctor of Philosophy Degree in the faculty of 
Education of the Nelson Mandela Metropolitan University, South Africa. Your views will be 
highly instrumental in the gradual development of this study, which is for both academic, and the 
wider educational growth purposes in Uganda and internationally.  
As an ethical requirement, the investigator does not at all intend to publicize any of your names 
or contacts. The opinion and standpoint you give is deeply confidential and the promise is that it 
will remain so.  
Therefore, the investigator is greatly privileged to interview you in an attempt to have your vital 
opinion as a springboard to having a highly intelligent academic and professional discourse at the 
end.  
Thank You. 
Instructions  
Provide your comments, opinions, experiences and reflections on each question 
Questions: 
Status Quo of value integration into school discipline 
1. Would you acknowledge that values should be incorporated in management of learners’ 
discipline in your school? Provide your justification and cases where you oppose. 
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2. What sort of values are you integrating in management of learners’ discipline in your 
school? 
3. Why are the mentioned values integrated in managing learners’ discipline in your school? 
What is unique about each of these values?  
4. What impact do the mentioned values bring to the promotion of positive discipline in 
your school? 
5. In which way/s are the mentioned values usually integrated into managing learners’ 
discipline in this school?  
6. What are the achievements/roles expected in the integration of such values in managing 
learners’ discipline in this school? 
7. What values, among those you enforce, could be adopted using coercive/punitive 
disciplinary measures? What values could be adopted using humanistic disciplinary 
measures? And why? 
 
How values can be optimally integrated in school disciplinary management 
8. As a career educator and mentor, what methods could you use/ or are you using to, 
appropriately, incorporate the mentioned values into managing learners’ discipline in this 
School? When do you usually adopt the said methods?  
9. Why do you adopt such methods in integration of values in management of learners’ 
discipline in your school? 
10. What suggestions would you provide to better integrate values into management of 
learners’ discipline in your school? 
11. How could the mentioned values be integrated optimally using punitive disciplinary 
management methods in learners in this school? How could the mentioned values be 
integrated optimally using humanistic disciplinary management methods in learners in 
this school? 
12. What are the strengths and weaknesses associated with use of each method of optimal 
integration of values into management of learners’ discipline? 
13. What does this school’s policy provide regarding assurance of optimal integration of 
appropriate values into the management of learners’ discipline? Why does the school 
policy provide as such? 
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Challenges facing Educators and learners in integrating values into disciplinary 
management 
14. What challenges, hindrances and problems are educators facing in trying to; 
appropriately, integrate such mentioned values into managing learners’ discipline in your 
school? 
15. What challenges, hindrances and problems are facing the learners in trying to; 
appropriately, integrate such mentioned values into managing learners’ discipline in your 
school? 
16. What challenges, hindrances and problems are facing the student leadership in trying to; 
appropriately, integrate such mentioned values into managing learners’ discipline in your 
school? 
17. What challenges, hindrances and problems are facing counselors in trying to; 
appropriately, integrate such mentioned values into managing learners’ discipline in your 
school? 
18. What challenges face educators, prefects and learners when devising sound means for the 
optimal integration of appropriate values in managing learners’ discipline in this school? 
19. How can educators deal with the challenges they face in integrating values in managing 
learners’ discipline in this school? 
 
Construction of an Integrated model incorporating values into disciplinary management 
20. What suggestions would you give to aid the construction of an integrated model to, 
optimally, incorporate appropriate values into managing learners’ discipline in this 
school? What values would you recommend for this model? 
21. What school policy directives need to be adopted, amended, or changed in an effort to 
construct an integrated model to, optimally, incorporate values into managing learners’ 
discipline?  
22. What are your recommendations for positive value integration in management of school 
discipline? 
 
 THANK YOU 
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APPENDIX 2 
FOCUS GROUP INTERVIEW GUIDE FOR LEARNERS AND PREFECTS 
Duration:  60 Minutes 
Dear Participant,  
The investigator is conducting a study entitled, “The integration of values into disciplinary 
management in Ugandan Schools, focusing on the Kampala district”. The study is a 
requirement for the award of the Doctor of Philosophy Degree in Education of Nelson Mandela 
Metropolitan University, South Africa. Your views will be highly instrumental in the gradual 
development of this study, which is for both academic, and the wider educational growth 
purposes in Uganda and internationally.  
As an ethical requirement, the investigator does not at all intend to publicize any of your names 
or contacts. The opinion and standpoint you give is deeply confidential and the promise is that it 
will remain so.  Therefore, the investigator is greatly privileged to interview you in an attempt to 
have your vital opinion as a springboard to having a highly intelligent academic and professional 
discourse at the end.  
Thank You. 
Instructions  
Provide your comments, opinions, experiences and reflections on each question 
Questions 
Status Quo of value integration into school discipline 
1. Would you acknowledge that values should be incorporated in management of learners’ 
discipline in your school? Provide your justification and cases where you oppose. 
2. What sort of virtues/ moral contents does the school emphasize when managing learners’ 
discipline? 
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3. Why are the mentioned virtues being emphasized in school discipline? What is unique 
about each of these virtues?  
4. What impact do the mentioned virtues bring to the promotion of positive discipline in 
your school? 
5. In which way/s are the mentioned values/virtues usually integrated into managing 
learners’ discipline in this school?  
6. What are the achievements/roles expected in the integration of such virtues values in 
managing learners’ discipline in this school? 
 
How values can be optimally integrated in school disciplinary management 
7. As a learner/prefect, what methods are often used or you are using to, appropriately, 
incorporate the mentioned values into managing learners’ discipline in this School? 
When do you usually adopt the said methods?  
8. Why do you adopt such methods in integration of values in management of learners’ 
discipline in your school? 
9. What suggestions would you provide to better integrate values into management of 
learners’ discipline in your school? 
 
Challenges facing Educators and learners in integrating values into disciplinary 
management 
10. What challenges, hindrances and problems do the school and prefects face in trying to; 
appropriately, integrate values into managing learners’ discipline in your school? 
11. How can the school better deal with the challenges they face in integrating values in 
managing learners’ discipline in this school? 
 
Construction of an integrated model incorporating values into disciplinary management 
12. What suggestions would you give to aid the construction of an integrated model to, 
optimally, incorporate appropriate values into managing learners’ discipline in this 
school? What values would you recommend for this model? 
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13. What school policy directives need to be adopted, amended, or changed in an effort to 
construct an integrated model to, optimally, incorporate values into managing learners’ 
discipline?  
14. What are your recommendations for positive value integration in management of school 
discipline? 
 THANK YOU 
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APPENDIX 3 
FOCUS GROUP INTERVIEW GUIDE FOR EDUCATORS AND COUNSELLORS 
Duration:  60 Minutes 
Dear Participants,  
The investigator is conducting a study entitled, “The integration of values into disciplinary 
management in Ugandan schools, focusing on the Kampala district”. The study is a 
requirement for the award of the Doctor of Philosophy Degree in the faculty of Education of the 
Nelson Mandela Metropolitan University, South Africa. Your views will be highly instrumental 
in the gradual development of this study, which is for both academic, and the wider educational 
growth purposes in Uganda and internationally.  
As an ethical requirement, the investigator does not at all intend to publicize any of your names 
or contacts. The opinion and standpoint you give is deeply confidential and the promise is that it 
will remain so.  
Therefore, the investigator is greatly privileged to interview you in an attempt to have your vital 
opinion as a springboard to having a highly intelligent academic and professional discourse at the 
end.  
Thank You. 
Instructions  
Provide your comments, opinions, experiences and reflections on each question 
Questions 
Status quo of value integration in management of school discipline 
1. What sorts of values are often integrated in learners’ disciplinary management in this 
school and why? Do you think values play a vital role in the management of school 
discipline? Give reasons to support you claim.  
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2. Why are the mentioned values integrated in managing learners’ discipline in your school? 
What is unique about each of these values?  
3. What impact do the mentioned values bring to the promotion of positive discipline in 
your school? 
4. In which way/s are, the mentioned values usually integrated into managing learners’ 
discipline in this school?  
5. What do you specifically achieve as far as positive discipline is concerned when you 
integrate the mentioned values into management of learners’ behaviour? 
6. What are the benefits associated with integrating mentioned values into the management 
of learners’ discipline in this school?  
7. In which way could particular/mentioned values be dangerous if integrated into the 
management of school discipline? 
8. In which ways could particular/mentioned values be best integrated into the management 
of discipline in this school? 
 
Challenges facing Educators and learners in integrating values into disciplinary 
management 
9. As an educator or counsellor, what challenges do you encounter when integrating the 
mentioned values into management of learners’ discipline in this school? 
10. Are there any issues of defiance or resistance you meet in an attempt to integrate 
particular values into management of learners’ discipline in this school? 
11. Are you confronted when integrating and/or you are part of the integration of values into 
disciplinary management in this school? If so, how and why do you think this arises? 
12. Have you ever registered any disputes arising from the integration of particular values 
into management of learners’ discipline in this school? If so, which disputes, how did 
they manifest, and why? 
 
Construction of an integrated model incorporating values into disciplinary management 
13. How could a model that integrates respective/mentioned/appropriate values into 
management of learners’ discipline in this school look like? 
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14. What things do you recommend to be in an integrated model to, optimally, incorporate 
values into the management of discipline in this school? 
15. Which elements should constitute an integrated model incorporating values into the 
management of discipline in this school? 
16. Which elements should be avoided in an integrated model incorporating values into the 
management of discipline in this school? 
 
 THANK YOU 
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APPENDIX 4 
DOCUMENTARY ANALYSIS OF DISSERTATIONS, MINUTES AND THESES 
Dear Librarian, 
The investigator is conducting a study entitled, “The integration of values into disciplinary 
management in Ugandan Schools, focusing on the Kampala district”. The study is a 
requirement for the award of the Doctor of Philosophy Degree in the faculty of Education of the 
Nelson Mandela Metropolitan University, South Africa. The views gathered will be highly 
instrumental in the gradual development of this study, which is for both academic, and the wider 
educational growth purposes in Uganda and internationally.  
As an ethical requirement, the investigator does not at all intend to publicize any of your names 
or contacts. The opinion and standpoint you give is deeply confidential and the promise is that it 
will remain so.  
Therefore, the investigator is privileged to peruse through the dissertations and theses in the 
library and reports in an attempt to have vital opinions as springboards to having a highly 
intelligent academic and professional discourse at the end.  
Thank You. 
Instructions 
These are possible questions guiding the reading and interpretation of the relevant literature 
on learners’ disciplinary management 
1. Which of these values are integrated into the management of learners’ discipline in this 
school? How are each integrated? When are these values, best integrated? Comment on 
the general impact that arises during the integration of some of these values in 
management of learners’ discipline in your school.  
2. What is the best mode of integrating each of these values into the management of 
learners’ discipline in your school? 
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3. What are the challenges, dangers that arise when integrating each of these values in 
managing learners’ discipline in your school?  
4. How could these values be incorporated, optimally, in an integrated model for ensuring 
the management of positive learner discipline in today’s schools in Uganda? 
Values 
Indicators Findings from Dissertations and theses (Values integrated, How, 
When are these integrated; impact arising from integration of 
these values into management of discipline, best mode of 
integration, challenges, dangers envisaged during integration; 
suggestions on how to optimally fused these values in an 
integrated model) 
Self-discipline 
Moral 
conscience/morality, 
order, positive 
behaviour  
 
 
 
 
 
Self-direction Creativity, doing things 
one’s own way, 
originality in thought, 
independent thought 
and action 
 
Conformity Follow rules and 
regulations, restrain 
from harming others, 
restrain from violating 
social expectations 
 
 
 
Universalism Equality, equal 
opportunities for 
everyone, respect for 
one another 
 
 
 
Patriotism Love for one’s 
motherland, citizenship 
obligations 
 
 
Brotherhood/
Social/civic 
values 
Love of neighbour, 
Community concern, 
patriotism 
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Human basic 
values 
Democratic principles, 
human rights, 
possession of basic 
needs 
 
 
Aesthetic 
values 
Being artistic, creative, 
industrious 
 
 
Fear of God  Spirituality, positive 
moral living, prayer 
 
 
Benevolence Loyalty, care for 
wellness of others 
 
 
Traditional 
values 
Humble, modest, fear 
of superiors, love of 
culture and its values, 
honest, integrity, etc  
 
 
Security Avoid anything that 
might endanger his 
safety, harmony, 
stability of society, 
relationships and of 
self 
 
 
 
 
Power To be rich, possess 
influence over others, 
authority, social status, 
prestige, control, 
dominance 
 
 
 
 
Achievement Show his abilities, 
academic achievement, 
wants admiration from 
others about what he 
has done, personal 
success 
 
 
 
 
Hedonism Save time for fun, 
wants good for 
himself, pleasure and 
self-gratification. 
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Stimulation 
Like surprises, looking 
for new things, 
discovery, adventures, 
excitement, novelty, 
loves challenges in life 
 
 
 
 
THANKS 
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APPENDIX 5 
DOCUMENTARY ANALYSIS GUIDE FOR ARCHIVAL MATERIALS AND SCHOOL 
REPORTS 
Dear Archive attendant,  
The investigator is conducting a study entitled, “The integration of values into disciplinary 
management in Ugandan Schools, focusing on the Kampala district”. The study is a 
requirement for the award of the Doctor of Philosophy Degree in the faculty of Education of the 
Nelson Mandela Metropolitan University, South Africa. The views gathered will be highly 
instrumental in the gradual development of this study, which is for both academic, and the wider 
educational growth purposes in Uganda and internationally.  
As an ethical requirement, the investigator does not at all intend to publicize any of your names 
or contacts. The opinion and standpoint you give is deeply confidential and the promise is that it 
will remain so.  
Therefore, the investigator is privileged to peruse through the dissertations and theses in the 
library and reports in an attempt to have vital opinions as springboards to having a highly 
intelligent academic and professional discourse at the end.  
Thank You. 
Instructions 
This table provides possible questions guiding the reading and interpretation of the relevant 
literature on learners’ disciplinary management 
SOURCE OF 
DATA 
TYPE OF 
DOCUMENTATION 
QUESTIONS 
Ministry of 
Education And 
sports 
Education Policy, 
Reports, Circulars, 
Education Acts, 
Universalization of 
Education Policies 
(Since Independence) 
1. What does the existing policy, circulars, 
reports and ministry of education literature, 
policy, reports, circulars (Since political 
independence in 1962) provide regarding the 
integration of values into management of 
learners’ discipline in schools? To what 
extent do these documents provide such 
integration?  
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2. Does the existing Universalization of 
Education policy (Universal Primary 
Education and Universal Secondary 
Education Policies) provide how values 
could be appropriately integrated in 
management of school discipline? 
3. What are the values that are emphasized 
within these ministry documents are 
integrated into management of learners’ 
discipline? 
4. According to the ministry position, how 
could these values be optimally integrated? 
How and when should they be, optimally, 
integrated and what is the expected impact 
from the optimal integration of appropriate 
values into management of learners’ 
discipline? 
5. What challenges facing educators during the 
integration of values into managing learners’ 
discipline in schools does the Ministry 
documentation address? 
6. What do the different ministerial documents 
provide as best practice to be included in a 
model to, optimally, integrate values into 
management of learners’ discipline? 
 
School 
Administration 
School Management 
Policy, Disciplinary 
documents such as 
Rules and 
Regulations, 
Management reports, 
Minutes of 
Discipline, School 
Counselors’ reports, 
In charges of school 
discipline, Prefects’ 
reports of discipline 
1. What does the literature from existing school 
management, disciplinary documents, 
prefect, counselors’ reports, circulars, and 
policies show regarding the integration of 
values into management of learners’ 
discipline? 
2. What does existing school management, 
disciplinary documents, prefect, counselors’ 
reports, circulars, and policies provide 
regarding the sort of values to be integrated 
into management of learners’ discipline in 
schools? Which sorts of values are integrated 
into management of discipline in schools? 
3. What is documented in school management 
documents on how values could be optimally 
integrated into the management of learners’ 
discipline? How should these values be 
optimally integrated? When should they be 
optimally integrated and what is the expected 
impact from the optimal integration of values 
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into management of learners’ discipline? 
4. What are the documented in school 
management documented as challenges 
facing educators, prefects and learners when 
integrating particular values into 
management of learners’ discipline? 
5. What do the school management documents 
provide as mechanisms to construct an 
integrated model to, optimally, incorporate 
values into the management of learners’ 
discipline? 
The school 
Curriculum 
Course Syllabi for 
each subject, The co-
curricular activities 
1. What does the literature from school 
management documents show regarding the 
integration of values into management of 
learners’ discipline? 
2. What values within the school curriculum 
that is integrated into the management of 
learners’ discipline? 
3. How could such values, within the 
curriculum, be, optimally, integrated into the 
management of learners’ discipline? What 
does the curriculum provide as the optimal 
way of integrating its stressed values into the 
management of learners’ discipline? 
4. What challenges face educators and learners 
in the integration of values into the 
management of learners’ discipline as 
reflected in the school curriculum? 
5. What values within the curriculum could be 
incorporated in a model for optimal 
management of learners’ discipline? 
Research-
based 
institutions 
Dissertations, 
conference papers, 
journals, published 
works and textbooks 
1. What does the literature from archives, 
conference papers, journals, dissertations and 
publications show regarding the integration 
of values into management of learners’ 
discipline? 
2. What sort of values that are integrated into 
management of learners’ discipline that are 
stipulated in dissertations (2000-2011), 
Archive materials, Conference papers, 
Journals and publications on discipline? 
3. How could such values, within the 
dissertations (2000-2011), conference papers, 
publications, journals and archives, be, 
optimally, integrated into the management of 
learners’ discipline? What does the 
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curriculum provide as the optimal way of 
integrating its stressed values into the 
management of learners’ discipline? 
4. What challenges face educators and learners 
in the integration of values into the 
management of learners’ discipline as 
reflected in the journals, dissertations (2000-
2011), conference papers, textbooks and 
archive materials? 
5. What values within the dissertations, 
conference papers, publications, journals and 
archives could be incorporated in a model for 
optimal management of learners’ discipline? 
 
THANK YOU 
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Dear Mr. Denis / Prof Botha,  
INTEGRATION OF VALUES INTO MANAGEMENT OF LEARNERS’ DISCIPLINE IN 
UGANDAN SCHOOLS 
Your above-entitled application for ethics approval was approved by the Faculty Research, 
Technology and Innovation Committee of Education (ERTIC) meeting on 6
TH
 September, 2011. 
 
We take pleasure in informing you that the application was approved by the Committee. The 
ethics clearance reference number is H11-EDU-ERE-031. 
 
We wish you well with the project. Please inform your co-investigators of the outcome, and 
convey our best wishes. 
 
Yours sincerely, 
 
Ms J Elliott-Gentry 
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